University of South Florida

Scholar Commons
Graduate Theses and Dissertations

Graduate School

January 2021

Problematizing Florida’s Extended Reading Time Policy: A Critical
Investigation of Place, Demographics, and Curricula
Carrie L. Gentner
University of South Florida

Follow this and additional works at: https://scholarcommons.usf.edu/etd
Part of the Education Commons, Education Policy Commons, and the Geographic Information
Sciences Commons

Scholar Commons Citation
Gentner, Carrie L., "Problematizing Florida’s Extended Reading Time Policy: A Critical Investigation of
Place, Demographics, and Curricula" (2021). Graduate Theses and Dissertations.
https://scholarcommons.usf.edu/etd/8779

This Dissertation is brought to you for free and open access by the Graduate School at Scholar Commons. It has
been accepted for inclusion in Graduate Theses and Dissertations by an authorized administrator of Scholar
Commons. For more information, please contact scholarcommons@usf.edu.

Problematizing Florida’s Extended Reading Time Policy: A Critical Investigation of Place,
Demographics, and Curricula

by

Carrie L. Gentner

A dissertation submitted in partial fulfillment
of the requirement of the degree of
Doctor of Philosophy in Educational Leadership and Policy Studies
Department of Leadership, Policy, and Lifelong Learning
College of Education
University of South Florida

Major Professor: Dr. Vonzell Agosto, Ph.D.
Zorka Karanxha, Ed.D.
William Black, Ph.D.
Danielle Dennis, Ph.D.

Date of Approval:
October 30, 2020

Keywords: bricolage, GIS, content analysis, minoritized students
Copyright © 2020, Carrie L. Gentner

DEDICATION

I dedicate this dissertation, first and foremost, to my family. Jeff, Claire, and Catharine
have been and continue to be my biggest supporters. I also could not have reached my goals
without my parents, Robert and Cindy, Nana and Pappy. I appreciate you loving me, sacrificing
for me, and helping care for my family when I needed to focus on writing. David Stablein, thank
goodness for your “encouragement!” It was your disbelief at how long I was taking that gave me
the final push to finish writing.
Last, but not least, to my students at Oak Park - you inspired me. You set the wheels in
motion. It was my experience at Oak Park that opened my eyes. I will be forever grateful to my
Oak Park Lions. I hope this work brings about change in our education system.

TABLE OF CONTENTS
List of Tables ..................................................................................................................................v
List of Figures ................................................................................................................................ ix
Abstract

.............................................................................................................................. xiv

Preface

..................................................................................................................................1

Chapter One: Introduction ...............................................................................................................2
Research Context and Pilot Study........................................................................................6
Curricula ..................................................................................................................6
Policy ....................................................................................................................11
Place ....................................................................................................................12
Statement of Problem .........................................................................................................14
Purpose Statement ..............................................................................................................15
Research Question .................................................................................................15
Rationale and Significance ................................................................................................16
Background of the Researcher ...........................................................................................19
Conceptual Framework ......................................................................................................20
Extended Time ...................................................................................................................22
Overview of Study and Summary of Outcomes ................................................................23
Chapter Two: Literature Review ...................................................................................................25
Extended Learning Time....................................................................................................26
Extended Learning Time Programs ...................................................................................27
Time, Target, and Provider Dimensions ................................................................28
Selection of Literature............................................................................................31
Implementation of Extended Learning Time Programs.........................................33
Culturally Relevant Curricula ............................................................................................40
Rationale for Culturally Sustaining Pedagogy/Curricula ......................................40
Selection of literature .................................................................................41
Examples of culturally relevant curricula ..................................................43
Outcomes of culturally relevant curricula..................................................46
(Re)Segregation of Schools ...............................................................................................58
Selection of Literature............................................................................................59
History of desegregation ............................................................................59
Measuring segregation ...............................................................................63
Resegregation and its effects .....................................................................65

i

Summary ............................................................................................................................68
Chapter Three: Methodology ........................................................................................................71
Research Questions ............................................................................................................71
Bricolage and the Bricoleur ...............................................................................................71
Units of Analysis................................................................................................................75
Methods and Procedures ....................................................................................................75
Research Samples ..................................................................................................75
Place sample...............................................................................................76
Curriculum sample .....................................................................................80
Data Collection .................................................................................................................83
Place .......................................................................................................................83
Curriculum .............................................................................................................84
Data Analysis .....................................................................................................................85
Place .......................................................................................................................85
Curriculum .............................................................................................................88
Selection of materials .................................................................................90
Coding frame .............................................................................................91
Structuring and generating .............................................................92
Pilot phase ......................................................................................96
Main analysis phase .......................................................................98
Quality of the Research ......................................................................................................99
Limitations .......................................................................................................................105
Summary ..........................................................................................................................107
Chapter Four: Findings ................................................................................................................109
Study Population Description ..........................................................................................110
Place Sample Identification and Description ...................................................................116
Spatial Pattern Analysis ...................................................................................................120
Spatial Autocorrelation of Low 300 Schools .......................................................121
Local Indicators of Spatial Association and Thematic Maps ..............................124
Duval County ...........................................................................................125
Escambia County .....................................................................................129
Lee County ...............................................................................................133
Leon County.............................................................................................136
Martin County ..........................................................................................138
Orange County .........................................................................................140
Palm Beach County..................................................................................144
Volusia County ........................................................................................148
Curriculum Sample Description ......................................................................................150
Duval County .......................................................................................................152
Author and illustrator ethnicity/race ........................................................152
Character ethnicity/race ...........................................................................154
Character language...................................................................................156
Cultural values and themes ......................................................................157
Escambia and Leon Counties ...............................................................................160
ii

Author and illustrator ethnicity/race ........................................................161
Character ethnicity/race ...........................................................................163
Character language...................................................................................165
Cultural values and themes ......................................................................166
Lee County ...........................................................................................................170
Author and illustrator ethnicity/race ........................................................171
Character ethnicity/race ...........................................................................173
Character language...................................................................................174
Cultural values and themes ......................................................................176
Martin County ......................................................................................................179
Author and illustrator ethnicity/race ........................................................180
Character ethnicity/race ...........................................................................181
Character language...................................................................................182
Cultural values and themes ......................................................................183
Orange County .....................................................................................................185
Author and illustrator ethnicity/race ........................................................186
Character ethnicity/race ...........................................................................188
Character language...................................................................................189
Cultural values and themes ......................................................................190
Palm Beach County..............................................................................................193
Author and illustrator ethnicity/race ........................................................195
Character ethnicity/race ...........................................................................196
Character language...................................................................................197
Cultural values and themes ......................................................................198
Volusia County ....................................................................................................200
Author and illustrator ethnicity/race ........................................................201
Character ethnicity/race ...........................................................................203
Character language...................................................................................204
Cultural values and themes ......................................................................205
Summary ..............................................................................................................208
Chapter Five: Discussion of Findings ..........................................................................................211
Overview of Study ...........................................................................................................211
Demographic and Socioeconomic Distribution of ERT ..................................................212
Macro- and Meso-Level Policy Enactment .........................................................212
Implication of Patterns of Segregation ................................................................218
Core Reading Programs in Florida’s Low 300 Schools...................................................220
Character Representation .....................................................................................221
Selective Tradition: Exclusion and Misrepresentation ........................................228
Inclusion of Cultural themes and Values: Collectivism and Respect ..................233
Opposing Themes ................................................................................................239
Summary ..............................................................................................................241
Recommendations for the Micro-, Meso-, and Macro-levels ..........................................242
Recommendations for Future Research ...........................................................................247
Conclusion .......................................................................................................................248

iii

References ....................................................................................................................................250
Appendices ...................................................................................................................................283
Appendix A: Coding Frame Texts ...................................................................................284
Appendix B: Main Analysis Text Sample: Duval Reads, Duval County ........................288
Appendix C: Main Analysis Text Sample: Reading Wonders, Escambia and
Leon Counties ............................................................................................................291
Appendix D: Main Analysis Text Sample: Reading Street, Lee County ........................294
Appendix E: Main Analysis Text Sample: Ready LAFS, Martin County........................297
Appendix F: Main Analysis Text Sample: Florida Journeys, Orange County ...............300
Appendix G: Main Analysis Text Sample: Scholastic Mentor Texts,
Palm Beach County....................................................................................................303
Appendix H: Main Analysis Text Sample: Florida Treasures,
Volusia County ..........................................................................................................304
Appendix I: Coding Frame ..............................................................................................306

iv

LIST OF TABLES
Table 1.1: Number of Previously Unidentified Schools Added to the Lowest
Performing List Each School Year ..............................................................................17
Table 2.1: Extended Learning Time Policies Across the United States as of
September 2020 ...........................................................................................................28
Table 3.1: Contents of Core Reading Curricular Materials by Genre per Grade Level
for Each District in Place Sample ................................................................................82
Table 3.2: Number of Texts Represented in Each Genre per Grade Level Across All
Districts in the Place Sample .......................................................................................83
Table 3.3: Number of Texts Represented by Genre in Each County of the
Place Sample ................................................................................................................91
Table 3.4: Breakdown of Total Number of Texts, Eliminated Texts, Criterion Sample,
and Number of Texts Used in Main Analysis ..............................................................98
Table 4.1: Florida Counties and Representation Among the 300 Lowest Performing
Elementary Schools for the 2016-2017 School Year .................................................111
Table 4.2: Measures of Central Tendency for the Study Population ..........................................112
Table 4.3: Measures of Central Tendency for the Districts without Schools in the
Low 300 .....................................................................................................................112
Table 4.4: Measures of Central Tendency for Low 300 Schools ................................................113
Table 4.5: Correlation Coefficients for Rate of Minoritized Students and Students
Living in Poverty with FSA Reading Sum Scores for the Study Population ............114
Table 4.6: Correlation Coefficients for Rate of Minoritized Students and Students
Living in Poverty with FSA Reading Sum Scores for Districts with
Schools in the Low 300..............................................................................................115
Table 4.7: Correlation Coefficients for Rate of Minoritized Students and Students
Living in Poverty with FSA Reading Sum Scores for Districts without
Schools in the Low 300..............................................................................................116
Table 4.8: Regression Data for Duval County Schools ..............................................................117
v

Table 4.9: Regression Data for Escambia County Schools.........................................................117
Table 4.10: Regression Data for Lee County Schools .................................................................117
Table 4.11: Regression Data for Leon County Schools ..............................................................117
Table 4.12: Regression Data for Martin County Schools ............................................................118
Table 4.13: Regression Data for Orange County Schools ...........................................................118
Table 4.14: Regression Data for Palm Beach County Schools ....................................................118
Table 4.15: Regression Data for Volusia County Schools ..........................................................118
Table 4.16: Ranges of Correlation Coefficient Values and Their Meanings ...............................119
Table 4.17: Spatial Autocorrelation Data of Low 300 Schools using Moran’s I for
Duval County ............................................................................................................121
Table 4.18: Spatial Autocorrelation Data of Low 300 Schools using Moran’s I for
Escambia County ......................................................................................................121
Table 4.19: Spatial Autocorrelation Data of Low 300 Schools using Moran’s I for Lee
County .......................................................................................................................121
Table 4.20: Spatial Autocorrelation Data of Low 300 Schools using Moran’s I for Leon
County .......................................................................................................................122
Table 4.21: Spatial Autocorrelation Data of Sum Scores using Moran’s I for Martin
County .......................................................................................................................122
Table 4.22: Spatial Autocorrelation Data of Low 300 Schools using Moran’s I for
Orange County ..........................................................................................................122
Table 4.23: Spatial Autocorrelation Data of Low 300 Schools using Moran’s I for Palm
Beach County ............................................................................................................123
Table 4.24: Spatial Autocorrelation Data of Low 300 Schools using Moran’s I for
Volusia County .........................................................................................................123
Table 4.25: Comparison of Proportions of Minoritized Students at District Level and in
Duval County’s Low 300 Schools ............................................................................127
Table 4.26: Comparison of Proportions of Students Receiving Free and Reduced Lunch
at District Level and in Duval County’s Low 300 Schools ......................................129
vi

Table 4.27: Comparison of Proportions of Minoritized Students at District Level and in
Escambia County’s Low 300 Schools ......................................................................131
Table 4.28: Comparison of Proportions of Students Receiving Free and Reduced
Lunch at District Level and in Escambia County’s Low 300 Schools .....................133
Table 4.29: Comparison of Proportions of Minoritized Students at District Level and in
Lee County’s Low 300 Schools ................................................................................134
Table 4.30: Comparison of Proportions of Students Receiving Free and Reduced
Lunch at District Level and in Lee County’s Low 300 Schools ...............................136
Table 4.31: Comparison of Proportions of Minoritized Students at District Level and in
Leon County’s Low 300 Schools..............................................................................137
Table 4.32: Comparison of Proportions of Students Receiving Free and Reduced
Lunch at District Level and in Leon County’s Low 300 Schools.............................138
Table 4.33: Comparison of Proportions of Minoritized Students at District Level and in
Orange County’s Low 300 Schools ..........................................................................142
Table 4.34: Comparison of Proportions of Students Receiving Free and Reduced
Lunch at District Level and in Orange County’s Low 300 Schools .........................143
Table 4.35: Comparison of Proportions of Minoritized Students at District Level and in
Palm Beach County’s Low 300 Schools ...................................................................146
Table 4.36: Comparison of Proportions of Students Receiving Free and Reduced
Lunch at District Level and in Palm Beach County’s Low 300 Schools..................147
Table 4.37: Comparison of Proportions of Minoritized Students at District Level and in
Volusia County’s Low 300 Schools .........................................................................149
Table 4.38: Comparison of Proportions of Students Receiving Free and Reduced
Lunch at District Level and in Volusia County’s Low 300 Schools ........................150
Table 4.39: Breakdown of Total Number of Texts, Eliminated Texts, Criterion Sample,
and Number of Texts Used in Main Analysis ...........................................................151
Table 4.40: Number of Texts Randomly Sampled from the Criterion Sample for the
Main Analysis for Duval County ..............................................................................152
Table 4.41: Coded Themes by Author Ethnicity/Race for Duval County Sample ......................160
Table 4.42: Number of Texts Randomly Sampled from the Criterion Sample for the
vii

Main Analysis for Duval County ..............................................................................161
Table 4.43: Coded Themes by Author Ethnicity/Race for the Escambia and Leon County
Text Sample ..............................................................................................................170
Table 4.44: Number of Texts Randomly Sampled from the Criterion Sample for the
Main Analysis for Lee County ..................................................................................171
Table 4.45: Coded Themes by Author Ethnicity/Race for Lee County Sample ..........................179
Table 4.46: Number of Texts Randomly Sampled from the Criterion Sample for the
Main Analysis for Martin County .............................................................................180
Table 4.47: Number of Texts Randomly Sampled from the Criterion Sample for the
Main Analysis for Orange County ............................................................................186
Table 4.48: Coded Themes by Author Ethnicity/Race for the Orange Text Sample ..................194
Table 4.49: Number of Texts Randomly Sampled from the Criterion Sample for the
Main Analysis for Palm Beach County ....................................................................195
Table 4.50: Number of Texts Randomly Sampled from the Criterion Sample for the
Main Analysis for Volusia County ..........................................................................201
Table 4.51: Coded Themes by Author Ethnicity/Race for the Volusia County Text
Sample.......................................................................................................................208
Table 5.1: Total Number of Schools and Number of Low 300 Schools in
Place Sample ..............................................................................................................216
Table 5.2: Representation of White, Black, Hispanic, and Animal Characters
within the Criterion-Based Curriculum Sample .......................................................222

viii

LIST OF FIGURES
Figure 1.1: Reading proficiency rates for schools named among the 100/300 lowest
performing schools every year since 2011-2012 .........................................................18
Figure 3.1: Distribution of the sums of FSA Reading Achievement scores and learning
gains .............................................................................................................................77
Figure 3.2: Sampling Design for Place Unit of Analysis ..............................................................79
Figure 3.3: County Map of Florida Highlighting the Eight Counties Included in the Place
Sample .........................................................................................................................80
Figure 3.4: Example of map created for the purpose of identifying clusters of schools
among the lowest 300 in the state of Florida ..............................................................87
Figure 3.5: Steps for content analysis.............................................................................................89
Figure 3.6: Steps for creating the coding frame ............................................................................92
Figure 4.1: Map of Duval County’s minoritized student population and school clustering
based on low 300 status .............................................................................................127
Figure 4.2: Map of central region of Duval County showing low 300 schools’ ethnic/racial
categories by free and reduced lunch rates ...............................................................128
Figure 4.3: Map of Escambia County’s minoritized student population and school
clustering based on low 300 status ............................................................................130
Figure 4.4: Map of the Pensacola region of Escambia County showing low 300 schools’
ethnic/racial categories by free and reduced lunch rates ..........................................132
Figure 4.5: Map of Lee County’s minoritized student population and school clustering
based on low 300 status ............................................................................................134
Figure 4.6: Map of eastern of Lee County showing low 300 schools’ ethnic/racial
categories by free and reduced lunch rates ...............................................................135
Figure 4.7: Map of Leon County’s minoritized student population and school clustering
based on low 300 status .............................................................................................137
Figure 4.8: Map of Tallahassee area of Leon County showing low 300 schools’
ethnic/racial categories by free and reduced lunch rates ..........................................138
ix

Figure 4.9: Map of Martin County’s minoritized student population and school
clustering based on low 300 status.............................................................................140
Figure 4.10: Map of Martin County’s schools’ ethnic/racial categories by free and
reduced lunch rates ....................................................................................................140
Figure 4.11: Map of Orange County’s minoritized student population and school
clustering based on low 300 status............................................................................141
Figure 4.12: Map of Orlando area of Orange County showing low 300 schools’
ethnic/racial categories by free and reduced lunch rates .........................................143
Figure 4.13: Map of Palm Beach County’s minoritized student population and school
clustering based on low 300 status...........................................................................145
Figure 4.14: Map of West Palm Beach area of Palm Beach County showing low 300
schools’ ethnic/racial categories by free and reduced lunch rates ..........................146
Figure 4.15: Map of Lake Okeechobee area of Palm Beach County showing low 300
schools’ ethnic/racial categories by free and reduced lunch rates ..........................147
Figure 4.16: Map of Volusia County’s minoritized student population and school
clustering based on low 300 status...........................................................................149
Figure 4.17: Map of north and central areas of Volusia County showing low 300
schools’ ethnic/racial categories by free and reduced lunch rates .........................150
Figure 4.18: Author ethnicity/race represented in sample of Duval County’s core
reading program, Duval Reads ...............................................................................153
Figure 4.19: Illustrator ethnicity/race represented in sample of Duval County’s core
reading program, Duval Reads ................................................................................154
Figure 4.20: Character ethnicity/race represented in sample of Duval County’s core
reading program, Duval Reads ................................................................................155
Figure 4.21: Use of character’s native language in sample of Duval County’s core
reading program, Duval Reads ...............................................................................157
Figure 4.22: Number of examples of cultural values in sample of texts from
Duval County’s core reading program, Duval Reads .............................................158
Figure 4.23: Distribution of themes across texts in the Duval County sample ...........................159
Figure 4.24: Author ethnicity/race represented in the sample of Escambia County
x

and Leon County’s core reading program, Reading Wonders .................................162
Figure 4.25: Illustrator ethnicity/race represented in sample of Escambia County
and Leon County’s core reading program, Reading Wonders ................................163
Figure 4.26: Character ethnicity/race represented in the sample of Escambia and Leon
counties’ core reading program, Reading Wonders ................................................164
Figure 4.27: Use of character’s native language in sample of Escambia and Leon
counties’ core reading program, Reading Wonders ................................................166
Figure 4.28: Number of examples of cultural values in sample of Escambia and Leon
counties’ core reading program, Reading Wonders ................................................168
Figure 4.29: Distribution of themes across texts in the Escambia and Leon County
sample .....................................................................................................................169
Figure 4.30: Author ethnicity/race represented in sample of Lee County’s core
reading program, Reading Street ............................................................................172
Figure 4.31: Illustrator ethnicity/race represented in sample of Lee County’s core
reading program, Reading Street ............................................................................173
Figure 4.32: Character ethnicity/race represented in the sample of Lee County’s core
reading program, Reading Street ............................................................................174
Figure 4.33: Use of character’s native language in sample of Lee County’s core reading
program, Reading Street ........................................................................................175
Figure 4.34: Number of examples of cultural values in sample of Lee County’s core
reading program, Reading Street ............................................................................177
Figure 4.35: Number of applications of each theme across all texts in the sample of
Lee County’s core reading program, Reading Street ..............................................178
Figure 4.36: Character ethnicity/race represented in the sample of Martin County’s core
reading program, Ready Florida LAFS ...................................................................182
Figure 4.37: Use of character’s native language in sample of Martin County’s core
reading program, Ready Florida LAFS....................................................................183
Figure 4.38: Number of examples of cultural values in sample of Martin County’s core
reading program, Ready Florida LAFS ...................................................................184
Figure 4.39: Number of applications of each theme across all texts in the sample of
Martin County’s core reading program, Florida Ready LAFS ...............................185
xi

Figure 4.40: Author ethnicity/race represented in sample of Orange County’s core
reading program, Florida Journeys ........................................................................187
Figure 4.41: Illustrator ethnicity/race represented in sample of Orange County’s core
reading program, Florida Journeys .........................................................................188
Figure 4.42: Character ethnicity/race represented in sample of Orange County’s core
reading program, Florida Journeys ........................................................................189
Figure 4.43: Use of character’s native language in sample of Orange County’s core
reading program, Florida Journeys ........................................................................190
Figure 4.44: Number of examples of cultural values in sample of Orange County’s core
reading program, Florida Journeys .......................................................................191
Figure 4.45: Distribution of themes across texts in the Orange County text sample...................192
Figure 4.46: Author ethnicity/race represented in a sample of texts from Scholastic
Mentor Texts used by Palm Beach County ..............................................................196
Figure 4.47: Illustrator ethnicity/race represented in a sample of texts from Scholastic
Mentor Texts used by Palm Beach County ..............................................................196
Figure 4.48: Character ethnicity/race represented in a sample of texts from Scholastic
Mentor Texts used by Palm Beach County ..............................................................198
Figure 4.49: Number of examples of cultural values in sample of Palm Beach County’s
reading program, Scholastic Mentor Texts .............................................................199
Figure 4.50: Distribution of themes in sample of Palm Beach County’s reading program,
Scholastic Mentor Texts ..........................................................................................200
Figure 4.51: Author ethnicity/race represented in sample of Volusia County’s core
reading program, Florida Treasures .......................................................................202
Figure 4.52: Illustrator ethnicity/race represented in sample of Volusia County’s core
reading program, Florida Treasures ......................................................................203
Figure 4.53: Character ethnicity/race represented in sample of Volusia County’s core
reading program, Florida Treasures .......................................................................204
Figure 4.54: Use of character’s native language in sample of Volusia County’s core
reading program, Reading Treasures ......................................................................205
Figure 4.55: Number of examples of cultural values in sample of Volusia County’s core
xii

reading program, Florida Treasures .........................................................................206
Figure 4.56: Number of applications of each theme across texts in the sample of
Volusia County’s core reading program, Florida Treasures ..................................207
Figure 5.1: Mean percentages of minoritized students and students living in poverty
as proportions of the state public elementary school population as well as
the populations of non-low 300 and low 300 districts ..............................................213
Figure 5.2: Mean percentages of minoritized students and students living in poverty
as percentages of public elementary school district populations within
the study compared with those of low 300 schools within each district ....................215

xiii

ABSTRACT
The purpose of this study was to investigate Florida’s extended reading time (ERT)
policy as enacted during the 2016-2017 school year. This policy requires elementary schools
ranking among the 300 lowest performing in the state, as measured by state assessments, to
provide an additional hour of reading instruction beyond the regular school day. Extending upon
the work of a pilot study suggesting an overrepresentation of minoritized students within low 300
schools, this study presents the geographic, demographic, and socioeconomic distributions of the
ERT mandate for a criterion sample of seven districts. Further, the pilot study indicated an
underrepresentation of minoritized characters within student texts. Current literature supports the
use of culturally relevant educational practices. As such, a second component of this study was
the examination of core reading materials as these programs were used as the main reading
instruction to prepare students for state testing, the results of which determined school rankings.
Acting as bricoleur, I combined elements of critical GIS and content analysis to develop a rich
description of Florida’s ERT policy. Data indicated spatial clustering of low 300 schools in four
districts in addition to overrepresentation of minoritized students within the low 300 schools
when compared with populations at the district level. The content analysis revealed few
examples of cultural relevancy within curricular materials. The number and quality of
minoritized characters were lacking as were cultural values represented as themes in texts. This
study draws attention to the need for culturally relevant curricular materials and revision of
policies that adversely affect minoritized students.
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PREFACE
Attention to equitable educational practices ebbs and flows like the Florida’s tidal waters.
When I set out to conduct this study, I was interested in determining if Florida’s extended
reading time mandate was inequitable as I predicted it punished certain groups of students more
than others. In the research process, I believe I revealed multiple layers of inequity including the
segregation of minoritized students and a lack of culturally relevant reading materials within
districts’ core reading programs.
I completed analyzing my data in the summer of 2020 at the height of the Black Lives
Matter movement. More than ever, I believe our nation and its leaders are listening. I believe
there is a real possibility for reform at multiple levels in society, including our education system.
I hope this work play a role in achieving true equity in education.
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CHAPTER ONE:
INTRODUCTION
The role of time in schools has been a key issue in policy reports for over thirty years.
The history of the extended school day, like so many current educational debates, gained
attention with the publication of A Nation at Risk (1983). Prior to the report, researchers included
time as a variable influencing student achievement, called for additional studies, and suggested
possible policy implications (i.e., Coleman, 1966; Fredrick & Walberg, 1980; Wiley &
Harnischfeger, 1974). However, it was A Nation at Risk that advanced the issue of time into the
public arena by comparing student achievement of US children with those in other nations. The
authors of A Nation at Risk named time as one of the four most important considerations in the
educational process. According to Patall and colleagues (2010), “A Nation at Risk" (1983)
initially exposed the decreased amount of time American students spent in the classroom
compared with their peers, who often outperform them in international academic comparisons, in
other industrialized nations, and the time spent in the classroom was used inefficiently. Many
current educational debates were ignited with the publication of “A Nation at Risk” (1983),
including debates over the extended school day. The “Prisoners of Time” report by the National
Education Commission on Time and Learning (1994) echoed the concerns of “A Nation at Risk”
and urged states toward education reform. Then, and in 1983 the National Commission on
Education Excellence recommended increasing the length of the school day from an average of
six hours to seven and the school year from an average of 180 days to between 200 and 220 days.
More recently, former President Barack Obama and Secretary of Education Arne Duncan
both advocated for increased school time in the spring of 2009 (Patall et al., 2010). In a televised
2

interview on Today in 2010, Obama stated, “I believe we should have a longer school year,”
citing summer break as one reason United States students are lagging behind their European
counterparts (Wingert, 2010). Recent data published by the National Center for Education
Statistics reports the average length of the school day is 6.64 hours and the average school year is
180 days (NCES, 2008). Thus, for the past one hundred years, the length of the school day and
year has remained relatively the same (Farbman, 2015).
Across the United States, lawmakers pass bills and enact laws with the intended purpose
to increase reading achievement, especially among elementary age students. Organizations such
as the National Education Association (NEA) and Council of Chief State School Officers
(CCSSO), as well states 33 states, support the idea that Extended Learning Time (ELT) is a
factor affecting the development of reading proficiency among students in schools. As of 2017,
28 states provided funding and authority at the district level to establish extended school time as
deemed necessary by student performance on tests including, but not limited to, reading. Other
states, such as Colorado, Connecticut, Florida, Idaho, and Wisconsin, imposed state level laws
mandating the establishment of extended school time at the district and school level based on
student reading assessment scores.
When Florida Governor Rick Scott signed House Bill 5001 into law on April 17, 2012,
he provoked a chain of events affecting many of Florida’s elementary students, teachers, and
administrators for years to come. Not only did Florida statute 1011.62 establish an additional
hour of schooling (extended reading time) for those enrolled in the state’s 300 lowest performing
elementary schools, it also mandated the exclusive purpose of this time was to provide students
with reading instruction by “highly effective” teachers (Fla. Stat. § 1011.62, 2016).
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Admittedly, there is a literature base to support the use of extended school time and
prepackaged curricular programs to improve reading achievement (Borman & Hewes, 2002;
Lindo, Weiser, Cheatham, & Allor, 2017; Roda, 2017), which is the intended outcome of
mandates like Florida statute 1011.62. However, it is not apparent the curricular materials
employed to achieve these goals are synonymous with culturally relevant pedagogy (LadsonBillings, 1995, 2009, 2013, 2014), culturally sustaining pedagogy (Fairbanks, Cooper, Webb, &
Masterson, 2017; Paris, 2012; Paris & Alim, 2014), and/or culturally responsive teaching (Gay,
1975, 2002, 2010; Irvine, 1990b; Sleeter, 2012), which many argue to be an important
characteristic for historically marginalized groups of students. Sleeter (2012) describes the
majority of education reforms since the 1990’s to be “deliberately context-blind” (p. 565).
“Although racial achievement gaps have been a focus of attention, solutions have emphasized
offering all students the same curriculum, taught in the same way…” (Sleeter, 2012, p. 565).
Before providing further background for this study, I acknowledge the array of terms
used in academic literature to describe students’ ethnicity/race and socioeconomic standings as
well as name and define the terms to be used throughout this study. Race is a socially constructed
concept. Steers-McCrum (2018) provides the example in which the dominant group, in this case,
White European colonists, named separate groups as one. The Pequot, Iroquois, and others
became "Indian" while Asante, Ovimbundo, and others became "Black." As such, the term
ethnic/racial will be used when describing characters, authors, illustrators, and others’ identities.
In some cases, an author may self-identify as a particular ethnicity or race, in other cases the
determination might be made based on categories put forth by the Florida Department of
Education. Therefore, ethnicity and race will be identified and described as ethnicity/race.
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When referring to members of a minority group, I will use the term minoritized. Harper
(2013) used the term minoritized rather than minority to highlight the social construction of the
concept. “Persons are not born into a minority status nor are they minoritized in every social
milieu… Instead, they are rendered minorities in particular situations and institutional
environments that sustain an overrepresentation of Whiteness” (Harper, 2013, p. 207). Vaccaro
and Newman (2016) provided examples of “minoritized students” and contrasted them with
“privileged” students. Minoritized students may include anyone of “historically oppressed social
identity groups” (Vaccaro & Newman, 2016, p. 925) or as Khalifa et al. (2016) stated,
“individuals from racially oppressed communities that have been marginalized—both legally and
discursively—because of their nondominant race, ethnicity, religion, language, or citizenship”
(p. 1275). Considering Harper’s (2013) explanation and the increased use of the term
“minoritized” in education research within critical frameworks (i.e., Khalifa et al., 2016; Mirra,
et al., 2018; Vaccaro & Newman, 2016) I chose to use “minoritized students” to refer to both
students of color and those living in poverty. However, when referencing prior research and
labels provided by state or district education agencies, I use the terms recorded in the cited
documents. The use of labels such as minority, non-White, disadvantaged, and others provide
context regarding the ideologies of the texts’ authors as well as the accepted terms of the era in
which the texts were published.
In the past when literacy scholars in the United States were focused on the methods of
reading instruction (i.e., whole language versus phonics), the conversation centered on social and
political functions of literacy (Ladson-Billings, 1992a; 1992b). Arguments for culturally relevant
content, which may promote social empowerment and liberation, are grounded by the
assumption that what students read matters (Ladson-Billings, 1992a; 1992b; Taxel, 1986). The
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act of teaching students to read is important, but of equal importance is the content used to
achieve that goal. After decades of teaching with texts that silence the histories and stories of
minoritized peoples, we are currently seeing a liberation of those individuals in movements such
as #BlackLivesMatter. Is it possible that such social movements will lead to similar awakenings
within education?
Research Context and Pilot Study
In this study, I conducted a critical analysis of Florida’s Extended Reading Time (ERT)
policy in two phases. First, I used spatial analysis tools within geographic information systems
(GIS) to examine geographic, demographic, and socioeconomic distributions of the policy at the
county level for the place sample. Using the results of this stage of the investigation, I conducted
a content analysis of student materials within the core reading programs adopted by each district
within the place sample. I discuss the findings through a conceptual lens grounded in critical
theories at the intersection of policy enactment and the structures created as a result. This study
of the enactment of reading policy in the context of ethnic/racial reading achievement gaps
promises “to assist in the development of improved policy and lead to greater understanding and
revelation of methods for ameliorating social stratification” (Patton, 2008, p. 13).
Curricula

The impetus driving this research was a 2015 pilot study in which I examined ERT
curricular materials used for one school district’s elementary schools named among the 300
lowest performing in the state of Florida. In the study, I sought to determine the extent to which a
hidden curriculum was evident in printed student materials. In background research regarding the
demographics of the students using the curriculum, I discovered 51.7% of students enrolled in
ERT schools were African American, 31.2% were Hispanic, and the overall “minority” rate was
6

91.7% (Gentner, 2015). Comparatively, the district “minority” rate for the same school year was
65.3% with 21.2% of the total population identified as African American and 35.6% identified as
Hispanic. Uncovering the ethnic/racial composition of this district was only the first step in
identifying possible inequities. I conducted an ethnographic content analysis of the 117 text
passages found in the fourth grade required reading curriculum. The results indicated a possible
underrepresentation of diverse characters as evidenced by 13 characters of color versus 63 White
characters (Gentner, 2015). The study also exposed the prevalence of Eurocentric themes across
reading passages and revealed an overrepresentation of African American and Hispanic students
receiving the additional hour of reading instruction.
In the 1960’s and 1970’s, the explicit goal of many educational programs intended for
students of marginalized groups was to replace heritage language and culture with the dominant
(i.e. White, middle-class) culture (Paris, 2012). Aronson and Laughter (2016) attributed this
movement to public school desegregation and the need to more effectively educate a diverse
student population. Between the 1970’s and 80’s as educational programs moved beyond the
deficit approach in favor of the difference approach, but the goal, although now implicit,
remained the same as in previous decades (Paris, 2012). Although cultural and linguistic
differences were now accepted, they were not viewed as something that should be valued or
maintained.
During the late 1980’s and early 1990’s, before Gloria Ladson-Billings coined the term
“culturally relevant” in her 1994 text, The Dreamkeepers, other scholars, such as Larry Cuban
(1989) and Denny Taylor (1989), recorded the history and current practices of marginalizing
students of color. Ladson-Billings drew from their research and the research of others to build
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background for and contextualize the case study in which she laid out the tenets of culturally
relevant education generally, and culturally relevant pedagogy specifically.
Cuban (1989) described the evolution of labeling poor, non-White students as
“disadvantaged, culturally deprived, marginal…” and finally, at-risk - a label which is still used
today as evidenced by multiple state education agency websites (i.e., www.alsde.edu, fldoe.org,
gadoe.org, and tea.texas.gov) and news articles (i.e., Ciurczak, 2017; Harrison, 2017; Newberg,
2017; Zalaznick, 2016). Cuban acknowledged that the at-risk label was most often used to
describe students and rarely used to describe an entire school or district. Yet, in each of the news
articles cited previously, not only were the students referred to as at-risk so were the schools or
districts being referenced.
At the national level Title I of the Every Student Succeeds Act (ESSA) (2015), formerly
the No Child Left Behind Act (NCLB) (2002) and the Elementary and Secondary Education Act
(ESEA) (1965), supplies the language for the “at-risk” label. In fact, both NCLB and ESSA
reference at-risk students, children, and/or youth at least ten times each within the Title I
language and also provides a definition for labeling such students:
The term ‘at-risk’, when used with respect to a child, youth, or student,
means a school aged individual who is at-risk of academic failure, has a drug or
alcohol problem, is pregnant or is a parent, has come into contact with the
juvenile justice system in the past, is at least 1 year behind the expected grade
level for the age of the individual, has limited English proficiency, is a gang
member, has dropped out of school in the past, or has a high absenteeism rate at
school. (p. 1591)
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Whereas the shift from ESEA’s original 1965 term “disadvantaged” to “at-risk”
corresponds with Cuban’s (1989) description of the history of labeling poor, non-White students,
the continued use of “at-risk” in 2002’s NCLB does not. Indeed, NCLB’s subtitle of Title I,
Improving the Academic Achievement of the Disadvantaged, appears to ignore the asset-based
ideology of the 1990’s and 2000’s (Paris, 2014). In the most recent reauthorization, ESSA (2015)
removed the disadvantaged terminology and renamed Title I “Improving Basic Programs
Operated by State and Local Education Agencies.”
Cuban (1989), Irvine (1990a, 1990b), and Murrell (1993) illustrate how students obtain
labels, such as “disadvantaged” and “at-risk,” within an educational system designed around the
dominant, Eurocentric culture. These authors argue that minoritized individuals fail in schools
due to the invisibility and/or degradation of non-dominant cultures, specifically those represented
by students within the school. Murrell (1993) claimed the norms to which students held are based
on middle-class, White children and, therefore, are not representative of all populations of
Americans. Taylor’s (1989) explanation is similar, but specifically addresses early childhood
literacy. He states, “When an individual child’s learning does not fit the instructional training
program, ‘problems’ are diagnosed…” (p. 186). Unlike their White peers who bring their culture
and background experiences to the classroom and consequently have their beliefs and identity
reinforced by the traditional, mainstream curricula, African American students do not experience
the same “cultural synchronization” (Irvine, 1990a, p. 23). Irvine (1990b) named this disconnect
between minoritized students and the traditional Eurocentric public school curricula “cultural
discontinuity” and noted the need for reformed teacher education as practices at the time were
“pretending that (future teachers) will teach in schools with White, highly motivated,
achievement-oriented, suburban, middle-class students from two parent families” (p. 18). Since
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then scholars including Asante (1991), Curwen and Colón-Muñiz (2012), Giddings (2001),
Ladson-Billings (1995, 2013), Paris and Alim (2014), Sampson and Garrison-Wade (2011),
Schoorman and Bogotch (2010), and Toppel (2015) have proposed this discontinuity as a key
factor in the perpetual achievement gap between White students and those from marginalized
groups.
Though research existed in the late 1980’s and early 1990’s to support culturally relevant
practices towards the elimination of Eurocentric hegemony within the education system,
educators and policy-makers continued perpetuating social, racial, and ethnic discrimination by
subjecting students to more intense and longer sessions of the same practices and content (Banks
& Banks, 1995; Cuban, 1989; Ladson-Billings, 2013; Murrell, 1993; Taylor, 1989). More than
30 years later, I wonder if current practices mirror those of the past.
The pilot study referenced in this section suggested a lack of culturally relevant literature
within the curricula used in at least one large Florida school district. At the time of their writing,
Banks and Banks (1995) noted the common misconception related to multicultural education was
that it consisted solely of adding content to the existing curriculum. Arguing that exposing
students of all cultures to multicultural content is purposeful, Desai (1997) also addressed the
need to examine how students respond to the literature. A number of scholars have studied not
only the inclusion of culturally diverse materials, but also the ways in which teachers and
students interact with the materials by framing their research with reading response,
sociocultural, and critical theories (Bell & Clark, 1998; Bui & Fagan, 2013; McCullough, 2013;
Möller & Allen, 2000). Although the conversation has progressed from inclusion of diverse
cultures in the curricular materials to pedagogy and student interaction with content, the pilot
study which spurred this work indicates that we cannot be complacent as educators and
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researchers, but must continue to question and critique the content of the instructional materials
used in schools today.
Based on the initial findings of the pilot study and statewide trends of resegregation
(Borman et al., 2004; Orfield & Ee, 2017), additional research is required to determine the extent
to which historically marginalized students are subjected to policies and curricular content that
perpetuate inequitable learning environments. The pilot study established a need for a more
thorough study of the ERT policy, students impacted, and curricula.
Policy

The policy under study is Florida statute 1011.62, formerly House Bill 5001. Although
greatly impacting students and educators statewide, neither HB 5001 nor its companion, Senate
Bill 2000, were filed by education committees. The Florida House Appropriations Committee,
led by Representative Denise Grimsley, filed HB 5001 on February 2, 2012. The bill was passed
and received by the Senate on February 21, 2012, less than three weeks after its initial
introduction. Neither the initial nor the first engrossed versions of HB 5001 included
specifications for the lowest performing schools. However, the Senate version did stipulate funds
to be used in:
… districts with elementary schools with a grade of D or F or on the
Persistently Low Achieving list shall… provide an additional hour of instruction
beyond the normal school day for each day of the entire school year to provide
intensive reading instruction for the students in these schools. (Fla. SB 2000,
2012, p. 19)
Additionally, SB 2000 called for districts to provide an additional hour for the lowest
performing students in each elementary school. The suggestions recorded in the proviso
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differences document (March 1, 2012), were written into the second engrossed version of HB
5001, which was the language that would eventually be signed into law by governor Rick Scott:
[Supplemental Academic Instruction funds] shall be used by districts with
one or more of the 100 lowest performing elementary schools based on the state
reading assessment to provide an additional hour of instruction beyond the normal
school day for each day of the entire school year for intensive reading instruction
for the students in each of these schools. This additional hour of instruction must
be provided by teachers or reading specialists who are effective in teaching
reading. Students enrolled in these schools who have level 5 reading assessment
scores may choose to participate in the additional hour of instruction on an
optional basis. (p. 21)
After the original bill was signed into law, 200 additional schools were added to the
mandate in the 2014 version of HB 5001, which increased the number of schools identified in the
lowest performing from 100 to 300. During the 2018 legislative session, requirements and
funding for the 300 lowest performing schools were removed from HB 5001 and written into
companion House Bill 7055. Although the methods for determining the lowest performing
schools changed from a year by year determination to using the average of three years’ reading
achievement scores, the additional hour of intensive reading instruction is still required.
Place
In studies of the intersection of geography and education attainment, researchers report
statistically significant, spatially dependent relationships between poverty and academic
achievement (Matlock, Song, & Goering, 2014; Schafer & Hori, 2006; Vasan, Alcántara,
Nefertari, & Baker, 2015). Wei and his colleagues (2018) expanded on this research identifying
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spatial clustering as a contributor to academic outcomes with residential and ultimately school
resegregation. Data from the 2010 U.S. Census showed 48 of Florida’s 67 counties, with poverty
rates over the national average of 15%.
Frankenberg (2013) names housing segregation, school attendance boundaries, and
Supreme Court rulings decreasing school district requirements for unitary education systems as
contributors to persistent segregation in U.S. public schools. The impetus for public school
integration during the civil rights era was educational equity (Borman et al., 2004; Orfield, 2001;
Orfield & Lee, 2005). The goal of educational equity, with or without school integration, is yet to
be realized as evidenced by the persistent racial achievement gap as well as contextual studies of
segregation and inequity.
Orfield and Lee (2005) studied the relationship between segregation and poverty in
schools nationwide and classified school populations by the number of minoritized students.
They found, in general, minoritized students most often attend schools in which the majority of
the student body is label as “minority” whereas White students attend schools in which they were
the majority. Orfield and Lee named schools, in which more than 90% of the students are
students of color, “high minority schools” and reported most were also “high poverty schools”
indicating more than half the students received free and reduced lunch (2005, p. 16). When
focusing on schools in the southern U.S., they determined Black and Latino/a students were 90%
of the student population in extreme poverty schools (schools with more than 90% of the student
population receiving free and reduced lunch). Comparatively, low poverty schools (schools in
which less than half the students receive free and reduced lunch) were predominantly White
(Orfield & Lee, 2005). Citing the work of Orfield and various colleagues over the years,
Goldring and colleagues (2006) investigated the impact of unitary status on schools in the
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Nashville metropolitan area while Vasan et al. (2015) researched the intersection of ethnicity,
socioeconomic status, and educational attainment within the context of Albuquerque Public
Schools. More pertinent to this current study is the work of Borman et al. (2004) reporting on the
trend toward resegregation specifically in the state of Florida.
Statement of Problem
As Florida statute 1011.62 nears its nine-year anniversary, there has been little research
on the effectiveness and/or appropriateness of this particular policy as it is written and enacted.
In fact, a search using Google Scholar, Taylor & Francis, and Academic Search Premier returned
only four results, a policy brief and three reports commissioned by the National Center for
Education Evaluation and Regional Assistance, and a periodical describing the expansion from
100 to 300 schools.
Although the reports acknowledge a larger population of “minority students” (Folsom,
Osborne-Lampkin, Cooley, & Smith, 2017, p. 4) enrolled in Florida’s ERT schools from 2011
through 2015, there was no analysis of why more minoritized students are represented when
compared with the general population, nor were there recommendations for how to decrease the
number of predominantly ethnically diverse schools ranked in the lowest 300 (Folsom et al.,
2016). Additionally, each report indicated “pedagogical/curricular changes” and use of
“research-based curricula” yet none provided an analysis of the curricula used.
Since the 1980’s, education scholars have repeatedly called for empirical research to
support the theoretical claims that culturally relevant curricula and pedagogy are beneficial for
minoritized students. Among the research needs are studies to determine cultural themes within
texts (Clark, 2017) and their impact on readers (Sims, 1983). Several researchers have stated the
need for quantitative and/or mixed method studies focused on the implementation of culturally
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relevant education materials and practices and their impact on student achievement scores,
specifically in the reading and language arts content areas (Durden, Escalante, & Blitch, 2015;
Fairbanks et al., 2017; Giddings, 2001; Morrison, Robbins, & Wade, 2008; Sampson &
Garrison-Wade, 2011).
Brooks (2006) recognized that many of the culturally relevant teaching, curriculum, and
pedagogy studies are concentrated around the experience of African American students and
therefore calls for analysis of culturally relevant texts for other minoritized students. Of the
quantitative studies that have been conducted, the majority have been short-term studies in which
student achievement was measured over the course of an academic year. Sampson and GarrisonWade (2011) identified the need to monitor student performance over time as they engage with
culturally relevant curricula.
Purpose Statement
The purpose of this study was to investigate the enactment of Florida’s extended reading
time (ERT) policy. First, I determined how Florida’s ERT policy was distributed geographically,
demographically, and by socioeconomic status. Second, I determined the various core reading
programs adopted within the place sample. Finally, I assessed the extent to which a sample of the
materials were aligned with the tenets of culturally relevant education as these programs were
used as the main reading instruction to prepare students for the reading portion of the state
standardized assessment; the reading assessment that determined school rankings and inclusion
among the low 300 schools.
Research Question
The guiding research question is: How is Florida’s ERT policy enacted in recognition of
ethnic/racial, socioeconomic, and geographic diversity? The sub-questions are:
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•

How is ERT distributed demographically, by socioeconomic status, and geographically?

•

To what extent are core reading program materials used in low 300 schools representative
of the tenets of culturally relevant education?
This question and its sub-questions allowed me to explore policy implementation and

curriculum relevance at the macro and meso-levels with respect to the cultures of students
impacted by the ERT mandate.
Rationale and Significance
Beginning in the 2011-2012 school year, the state of Florida published a list of the 100
lowest performing elementary schools based on the results of the reading portion of the state’s
standardized test, which at that time was the Florida Comprehensive Assessment Test (FCAT).
Those schools named on the list added an extra hour of reading instruction for the following
school year. In 2013, Florida lawmakers increased the number of schools on the lowest
performing list from 100 to 300. Therefore, the number of schools required to increase the school
day by an additional hour tripled from the 2012-2013 school year to the 2013-2014 school year.
The following school year, 2014-2015, the Florida Standards Assessment (FSA) replaced the
FCAT as the state’s required end-of-year standardized test. The state did not use the results from
the 2014-2015 FSA to determine the 300 lowest performing schools; instead the schools
identified in the 2013-2014 school year were required to add the extra hour for two consecutive
years.
A total of 587 different schools have been named among the lowest performing
elementary schools since the first iteration of the list of in 2012. That is nearly one third of all the
public and charter elementary schools in the state. Of the 100 schools named on the 2012-2013
list, 70 were not named on the previous year’s list. As previously stated, the number of schools
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on the 2013-2014 list increased from 100 to 300. Of the 300, 192 of those schools were not
named on previous years’ lists. From 2015-2016 school year to the most recent data available at
the time of this study, the 2017-2018 school year, the number of schools not previously included
on the list decreased each consecutive year. Table 1.1 displays the number of new schools added
to the list each year.
Table 1.1
Number of Previously Unidentified Schools Added to the Lowest Performing List Each School
Year
School Year

Number of Previously
Unidentified Schools Added to the
Lowest Performing List

Total Number of Schools on the
Lowest Performing List for the
School Year

2011-2012a
100
100
2012-2013
71
100
2013-2014
192
300
b
2014-2015
0
300
2015-2016
134
300
2016-2017
74
300
2017-2018
16
300
Note. (a) The 2011-2012 school year was the first year the list was published. Therefore, all
schools on the list were not previously named as the lowest performing elementary schools. (b)
The 2013-2014 list was also used for the 2014-2015 school year due to the change in end-of-year
assessment from the FCAT to the FSA.
Given the decrease in the number of schools never before appearing on the lowest
performing list as indicated in Table 1.1 for 2015-2016, 2016-2017, and 2017-2018, it may not
be surprising to discover 13 schools have been named on the list every year since the 2011-2012
school year. Figure 1.1 illustrates the reading proficiency rates for those 13 schools for each
school year.
As described in Florida statute 1011.62 (2016), schools were expected to rely on
“research-based reading instruction that has been proven to accelerate progress of students
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exhibiting a reading deficiency.” Given this language, one might have expected reading
proficiency rates, as measured by the state standardized assessment, to have increased, yet Figure
1.1 does not reflect this expected upward trend despite six consecutive years of an additional
hour of reading instruction at each school site.
50
2011-2012

2012-2013

2013-2014

2014-2015*

2015-2016

2016-2017

2017-2018

45
40
35
30
25
20
15
10
5
0

Figure 1.1. Reading proficiency rates for schools named among the 100/300 lowest performing
schools every year since 2011-2012. *Proficiency rates prior to 2014-2015 were based on FCAT
results. During the 2014-2015 school year, Florida adopted the FSA as the end-of-year required
assessment. Reading proficiency rates for 2014-2015 and after were determined by student
performance on the reading portion of the FSA.
Similar to the 13 schools listed among the lowest performing every year since Florida
statute 1011.62 was signed into law, there were also 114 schools which appeared on the list
every school year from 2013-2014 to the present. 2013-2014 was the year in which the number
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of schools required to implement the additional hour of reading instruction increased from 100 to
300. Therefore, of the 300 schools initially identified, over one third continued to rank among the
lowest performing despite three years of implementing an additional hour of reading instruction.
In 2010, David Farban, a senior researcher at the National Council for Time and
Learning, authored a report on expanded time in schools across the United States. He
documented the characteristics of the expanded time student population. As of 2009,
approximately 70% of those enrolled in expanded times settings were minoritized students; 45%
were African American and 25% were Hispanic. Additionally, Farbman (2010) noted about 66%
of the students were classified as “poor” (p. 18). The state of Florida surpasses both statistics.
During the 2016-2017 school year, 83% of students enrolled in the 300 lowest performing
elementary schools in the state of Florida were minoritized students. 97% qualified for the free
and reduced lunch program.
Background of the Researcher
According to Schuurman (1998), “To be constructive, one must genuinely care about the
object of inquiry” (p. 8). As a public school educator for ten years, and now serving as a
professional development coach, I am an elementary school teacher at heart. One who still
enjoys facilitating the social, emotional, and intellectual growth among young children
discovering the world and their roles within it. I began my teaching career as a first-grade
teacher, following in the footsteps of my soon-to-be mother-in-law. During the course of my
public school teaching career, I served as a kindergarten, first-grade, second-grade, and thirdgrade teacher as well as a school-based teacher leader, district level peer evaluator, and district
level academic coach for reading. As a teacher leader in one school and an academic coach in
five schools, all named among the 300 lowest performing in Florida, my lived experiences

19

served as the inspiration for this study. The impetus for pursuing this line of research came as I
was teaching in a district that required the use of a specific scripted curriculum. My students,
who were primarily Black and living in poverty, noticed that they were not present in the texts
they were reading. In one student’s words, “Why do we have to read about a bunch of old White
guys?”
I wondered if the lack of diversity among characters was something that only occurred in
the selected text or if it was consist across all materials by that particular publisher. Likewise, I
wanted to know how other districts were implementing the extended reading time mandate.
Which districts demonstrated a pattern of success? Were minoritzed students and those living in
poverty overrepresented among the students receiving the additional hour of schooling? Were the
curricular materials used in other districts culturally relevant? At the time, I found limited data to
suggest there was any benefit to continuing the additional hour of schooling for groups of
students who were mandated to participate based on the outcomes of their performance on highstakes assessment. I entered this research with a critical lens; I analyzed and critiqued content as
an expression of power in order to provide others a critical framework through which to
understand Florida’s ERT policy.
Conceptual Framework
For the purpose of this study, I focused on policy as a set of rules governing action, a
facet of the social structure, and an outcome of policy-making processes. Levinson et al. (2009)
contrasted the traditional sense of policy – a set of laws that may serve as a governing text – with
the notion that policy can be understood to be “a complex, ongoing social practice of normative
cultural production…” (p. 770). Levison et al. (2009) further described policy as a discourse
regarding how certain practices should and should not be done. This conceptualization of policy-
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as-discourse aligns with Bacchi’s (2000) view that there are two ways to deconstruct policy-asdiscourse. The first, a literary analysis, requires meaning-making by the reader; whereas the
second, a social analysis, recognizes the context in which policy is created and the power of
those framing the policy (Bacchi, 2000). Policy-making processes make use of and contribute to
“the patterning of social activities and relations through time and across space . . . incorporating
rules, relations and resources reproduced over time” (Scott, 2008, p. 78), which produce further
policy actions or outcomes. This view of policy and policy-making processes is the basis for
understanding policy enactment and implementation as institutionalization. This view contrasts
Stein’s (2004) description of education policy research in which the primary units of analysis
were individuals and behaviors rather than the structures of the education institution itself. Policy
enactment contributes to the existing social structure.
Attention to education policy formation and enactment as a means of increasing student
achievement in reading derives from a sociological perspective and invites a socio-cultural
framework from which to study related reform efforts and the relevance of curriculum for
students from culturally diverse backgrounds (DiGiacomo et al., 2016; Lahman & Park, 2004;
Vygotsky, 1978; Winton & Brewer, 2014; Yin, 2006). Additionally, this approach allows for the
study of cultural and normative facets of education policy implementation. The cultural facet is
of particular significance in this study given the focus on the relationships between the structure
of ERT policy (time), its presence in particular places (geography), and its relevance to
ethnic/racial (cultural) groups (demographics) of students. As reflected in the theoretical work by
Lawrence (2008), power in policy implementation is often expressed implicitly and systemically
through “routine, ongoing practices that advantage particular groups without those groups
necessarily establishing or maintaining those practices” (p. 176). This research was conducted as
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a means of determining if certain groups of students are disadvantaged by Florida’s ERT policy
as it is enacted in school districts across the state.
Extended Time
There is a slight difference between Extended Learning Opportunities (ELO) and
Extended Learning Time (ELT), with the former encompassing the latter. “Extended Learning
Opportunities are initiatives that provide safe, structured environments for students outside of the
regular school day” (CCSSO, 2006, p. 2). Also referred to as expanded learning opportunities,
such initiatives may extend the school day, school year, or both. ELOs include a range of
programming depending on the determined needs of students such as, childcare services,
recreation activities, and academics (CCSSO, 2006; NEA, 2008). Opportunities for students may
also extend beyond the school site to include programs provided by community-based
organizations (Stelow, et al., 2012). ELOs may take place in a number of settings and be
provided by various organizations.
ELT, for the purpose of this research, is limited to include only those opportunities
provided to students by educators in the school setting while remaining part of allocated school
time. Additionally, Midkiff and Cohen-Vogel (2015) suggest only publicly funded learning
opportunities should be included within the definition of Extended Learning Time. As a result,
after school ELOs are not considered examples of ELT because they are provided outside the
allocated school time, thus, not available to all students and often provided by individuals who
are not educators.
Time in school is described in many ways across the literature. Patall et al. (2010) named
five types of learning time that occur in the school day including, allocated school time and
instructional time. Instructional time is a component of allocated school time, or the number of
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hours a student is required to attend school each day. Engaged time is a component of
instructional time, “in which students are paying attention to a learning task and attempting to
learn” (Patall et al., 2010, p. 404). This study focuses on the curricular materials used during
regular school time which prepare students for the standardized assessment that determines
school ranking and the possibility of an additional hour of instructional time as required by
Florida statute 1011.62.
Overview of Study and Summary of Outcomes
This study is an exploration of the intricacies of each contextually dependent layer of the
phenomenon of ERT policy implementation. When examining context dependent education
policies, innovative methodological practices are needed (Lubienski & Lee, 2016). My
innovative approach to this study is best described as a methodological bricolage consisting of
critical GIS, an emerging field within geographic information systems (Pacheco & Velez, 2009),
and critical content analysis.
Using a critical lens, I employed spatial analysis to make apparent existing relationships
place and inclusion among the 300 lowest performing elementary schools in Florida while taking
into consideration students’ ethnicity/race. Based on the outcomes of spatial analysis, I
conducted a content analysis on a sample of core reading curricular materials used by the study
districts to determine the racial/cultural relevance to and representation of groups in which the
students attending such schools are demographically included. Although I list these steps in a
linear fashion, I moved among the different contexts throughout the data collection and analysis
processes as they informed one another. The results of this study contribute to an understanding
of the influence of Florida statute 1011.62 on reading instruction, past and present, amid calls for
culturally relevant curricula. The major contribution of this study are twofold: First, this study
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poses a challenge to traditional approaches to education policy analysis that fail to account for
the structures and assertions of power that block access to knowledge (Patton, 2008). Second,
this study contributes to education policy narratives about Florida’s ERT policy implementation
including assumptions about reading instruction, the distribution of district reading achievement
scores, and characteristics of curricular content used with student groups in schools identified as
low-performing based on students’ standardized reading scores.
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CHAPTER TWO:
LITERATURE REVIEW
In preparation for this research, I conducted a pilot study of one major Florida school
district, among the most populous in the state, I determined during the 2014-2015 school year,
91.67% of the students within ERT schools qualified for free and reduced lunch, compared to
63.18% of the countywide population for the same school year (Gentner, 2015). Additionally,
91.67% of the students enrolled in ERT schools were minoritized students with 87.79%
identified as either Black or Hispanic (Gentner, 2015). At the county level, 64.33% of the
elementary student population was comprised of minoritized students. By removing the ERT
schools from the countywide data, the percentage of minoritized students drops to 59.41% of the
population (Gentner, 2015). Scholars, such as Sampson and Garrison-Wade (2010), argue for the
use of culturally relevant curricula to end cultural discontinuity in schools. They challenge the
assumption that “African American children are nothing more than incomplete copies of Western
European White children” who require the public-school system to provide the missing pieces to
make them whole (p. 280).
Within the same pilot study, I explored a small, convenience sample of the districtmandated curricular materials used for ERT instruction in each of the schools identified among
the lowest performing. I discovered a pattern of unequal distribution of ethnicity/race among
characters specifically within the informational texts (Gentner, 2015). None of the 23 texts
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within the informational text sample included Hispanic or African American characters (Gentner,
2015).
Based on the implication of the pilot study, the following literature review encompasses
three streams of research. Florida Statute 1011.62 requires an additional hour of reading
instruction for students in schools listed as the lowest performing 300 in the state. Therefore, I
focused the first stream of research on extended learning time policies and programs. As results
of the pilot study indicated a possible racial and socioeconomic segregation of students enrolled
in one Florida school district’s ERT schools, as well as a possible overrepresentation of
minoritized students within those schools, I focused the second stream of research on the use of
culturally relevant curriculum contexts in which minoritized students are the majority and the
third stream of research on resegregation of schools in general and specifically in Florida.
Extended Learning Time
Although a great deal of information has been published on the topic of extended learning
time, Cuban (2008) and Jez and Wassmer (2015) lament the lack of high-quality research
pertaining to time in school in general as well as extended time with a focus on reading. As
previously stated in chapter one, ELT, for the purpose of this research, is limited to include only
those opportunities provided to students by educators in the school setting while remaining part
of the allocated school time. This body of literature includes articles written to influence current
practitioners at the school and district level, such as those published by Education Week
(Fleming, 2011; Bailey, 2014), Educational Leadership (Farbman, 2007), and the National
Governors Association Center for Best Practices (Wright, 2005), while others, including The
Council for State School Officers (CCSSO, 2006), the Center for American Progress (Rocha,
2007), and the National Education Association (NEA, 2008) aim to influence policy at the
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district and/or state level. Alarmingly, few of these authors provide research data and/or
references to support their statements making it difficult to verify claims. For example, the NEA
(2008) cited only one piece of empirical research, which was not peer-reviewed, to support
claims of the benefits of ELT. Other cited references included issue briefs and policy statements.
Although the information gained from these sources was useful in establishing working
definitions of key terms in chapter one, they provided little evidence of the benefits and
disadvantages of extended learning time in general and extended reading time in particular.
Extended Learning Time Programs
In response to a majority of states enacting laws to increase time in school as a means of
improving student achievement (see Table 2.1), specifically those which seek to enhance
students’ reading scores, it is imperative for researchers and educators to examine previous
attempts made by schools and districts. The data in Table 2.1 does not represent state policies
related to Extended School Year (ESY) programs for student with disabilities as required by the
Individuals with Disabilities Education Act (IDEA) and students’ Individualized Education Plans
(IEP). Prior to analyzing the multitude of ELT programs, I determined the need to narrow my
search using Midkiff and Cohen-Vogel’s (2015) three dimensions in which ELT may occur.
Midkiff and Cohen-Vogel (2015) studied ELT programs that arose as a result of Differentiated
Accountability Policy and Race to the Top (RTT) initiatives. They identified three dimensions of
ELT: time, target, and provider.
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Table 2.1.
Extended Learning Time Policies Across the United States as of September 2020
States without extended learning time policies
Alaska
Arizona
Arkansas
Delaware
Georgia
Hawaii
Illinois
Maine
Michigan

Mississippi
Montana
North Dakota
Oregon
Pennsylvania
Rhode Island
South Dakota
Tennessee

States with extended learning time policies
Alabama
California
Colorado*
Connecticut*
Florida*
Idaho*
Indiana
Iowa
Kansas
Kentucky
Louisiana
Maryland
Massachusetts
Minnesota
Missouri
Nebraska
Nevada

New Hampshire
New Jersey
New Mexico
New York
North Carolina
Ohio
Oklahoma
South Carolina
Texas
Utah
Vermont
Virginia
Washington
West Virginia
Wisconsin*
Wyoming

Note. States with an asterisk have policies specific to literacy and/or reading programs conducted
during school time.
Time, Target, and Provider Dimensions
Time is defined as either during school day or outside of school day. The state of
Florida’s Differentiated Accountability Policy requires that each elementary school ranking
among the 300 lowest-performing in the state provide an additional hour of reading instruction
beyond the regular school day for each day of the school year. Outside of school day time
includes before and after school programs as well as between school opportunities (Midkiff &
Cohen-Vogel, 2015). Because the state of Florida intends for identified schools to lengthen the
school day by one hour, this policy is an example of during school day ELT. Although numerous
empirical studies of extended time exist, the majority examine the effectiveness of those that
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occur in outside of school day time (e.g., Farmer-Hinton et al., 2009; Hartry et al., 2008;
Mokhtari et al., 2015; Sims, 2008).
Studies within the same time dimension, such as outside of school day, report varied
results. For example, Mokhtari et al. (2015) found statistically significant improvement in
reading scores among first grade students who volunteered to receive 47 hours of one-on-one
tutoring before school hours with a preservice teacher, yet Hartry et al. (2008) found no
significant impact of on students’ reading achievement scores for those who participated in an
additional hour of reading instruction after school hours.
Knowledge gained from previous studies is useful in designing subsequent research as it
informs methodology and highlights areas in which additional exploration is needed. However,
results of research conducted in one context, such as an after-school program, do not necessarily
translate to a different context, such as mandatory expansion of the school day (Jez & Wassmer,
2015). Therefore, those studies included in this literature review will meet the same during
school day time as the policy being studied.
The target dimension refers to the students who are to receive additional instructional
time. Midkiff and Cohen-Vogel (2015) describe a universal target as one in which all students
have the opportunity to participate in extended time whereas students a selective target indicates
specific students are chosen for participation based on established criteria. Since schools are
identified for participation based on the overall performance of the student body, the district
target may be described as selective. However, since all students have the opportunity to
participate at the school level, the school target is better defined as universal. Both universal and
selective targets may be either mandatory or voluntary. Florida Statute 1011.62(1)(f) (2016)
states, “students enrolled in these schools who have level 5 assessment scores may participate in

29

the additional hour of instruction on an optional basis.” The statute does not address students
who demonstrate proficiency yet score below level 5 or those who have not taken the test due to
grade level or other circumstances. Therefore, one may infer this ELT program is mandatory for
all students within the school except those scoring level 5 on the state assessment, for whom the
program is voluntary. Further examination of individual school and district practices is needed to
determine the interpretation of the policy across the state. Due to the varying nature of the target
at the school and district level, the target dimension will not be a determining factor for inclusion
of studies within this literature review.
The provider is the final dimension of ELT programs as described by Midkiff and CohenVogel (2015). Their research exposed a variety of providers organized into two categories: the
regular education teacher and others, which includes specialists, paraprofessionals, and peer
tutors. Based on Florida Statute 1011.62(1)(f) (2016), districts and schools required to provide
extended learning time must do so via “teachers or reading specialists who are effective in
teaching reading or by a K-5 mentoring reading program that is supervised by a teacher who is
effective in teaching reading.” Although the ELT program as laid out in the Florida Statute
1011.62(1)(f) (2016) does not correspond exactly with one of the typologies described by
Midkiff and Cohen-Vogel (2015), the process of analyzing the policy through this lens provided
insight regarding types of articles to include in the literature review as well as a common
language for describing the various implementations of Florida’s ERT policy. Similar to the
target dimension, the provider will not be used as a determining factor for inclusion of studies
within this literature review because the Florida law allows for both regular education teachers
and others to provide instruction.
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Selection of Literature
Two documents served as the initial source of studies considered for this literature
review. The National Education Association (NEA, 2008) and The Finance Project (2012)
published lists of states, districts, and schools implementing expanded learning programs. I
immediately disregarded some studies because the programs’ time dimensions were inconsistent
with that of Florida’s ERT policy. For example, students attending seven schools in the city of
Boston were eligible to receive an additional hour of reading instruction each day, but the
program was held after school hours, thus not meeting the inclusion criteria (Hartry et al., 2008).
Other references within the NEA and The Finance Project reports, such as Fleming’s (2011)
Education Week article on middle schools in Providence, Rhode Island as well as elementary
and secondary schools in Houston, Texas, were for practitioner consumption. Therefore, I
conducted detailed, narrow searches using Academic Search Premier, ERIC, and Google Scholar
which produced peer-reviewed articles related to the content of Fleming’s Education Week
publication. I sought information regarding the ELT opportunities in Houston only because those
in Providence were at the middle school level, and therefore eliminated from the literature
review due to my focus at the elementary level.
Scholarly information regarding specific programs obtained through the searches
previously described, allowed for their inclusion or elimination from the literature review. The
brief write-up in Education Week indicated all schools included in Houston’s Apollo 20 program
extended the school day by one hour (Fleming, 2011). Yet, an examination of academic writing
on the same topic revealed that only the secondary schools received additional time; elementary
schools within Apollo 20 restructured the school day in a manner which increased instructional
time by reducing time for other activities (Fryer, 2014). As a result, I did not include research
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pertaining to Houston’s Apollo 20 program in this literature review because it is an example of
the opportunity-cost model as described by Midkiff and Cohen-Vogel (2015). However, Florida
Statute 1011.62(1)(f) (2016) appears prima facie to be a structural ELT model in which the
school provides additional learning time without reducing other courses, electives, etc.
Therefore, the two contexts, Florida’s ERT mandate and Houston’s Apollo 20 program, were not
comparable.
Few programs described within the NEA and The Finance Project lists met inclusion
criteria for the literature review. Patall et al. (2010) cast a wide net when attempting to identify
studies to include in a systematic review of extended school time yet were able to identify only
15 studies over a 14 year period meeting their established criteria. After exhausting the reference
lists included in reviews of programs and studies, I conducted keyword searches using Academic
Search Premier, ERIC, and Google Scholar. Search terms included: expanded/extended learning
time/opportunity/opportunities/programs. I selected studies published no earlier than 2006. It
should also be noted that any works regarding extending the school year were not included for
the literature review as they would not align with Florida’s ERT policy, which extends the length
of the school day only.
Ultimately, only three studies met the inclusion criteria previously described for this
stream of literature. One study, exploring ELT as it was implemented in three states, included
two separate reports (McMurrer, 2012; Scott et al., 2012). Both reports described the
implementation of School Improvement Grants (SIGs) funded by the American Reinvestment
and Recovery Act (ARRA). Grants supported three models of school improvement:
transformation, turnaround, and restart. Transformation is the only school improvement model
that included lengthening the school day. All qualifying schools in Idaho and two-thirds of
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Michigan schools participated in the transformation model. None of the qualifying schools in
Maryland used the transformation model. Therefore, results and descriptions for Maryland from
either of the two reports on ARRA funded SIGs were included as part of the literature review.
Like the research and reports described above, the case of Miami-Dade’s School
Improvement Zone was documented across three reports. (Urdegar, 2007; Urdegar, 2009;
Sorhaindo & Urdegar, 2006). Miami-Dade’s School Improvement Zone was a district level
comprehensive program initially implemented in 39 of the district’s lowest performing schools
(Sorhaindo & Urdegar, 2006). The School Improvement Zone differs from Florida’s ERT policy
in two ways. First, it includes students in pre-kindergarten through twelfth grade, whereas
Florida’s ERT policy only include students in kindergarten through fifth grade; second, it
lengthens both the school day and year, whereas Florida’s ERT policy lengthens only the school
day.
While there was not a lack of written material addressing ELT, most came in the form of
policy briefs, position statements, and magazine articles. There are many scholarly articles
describing outside of school time opportunities (i.e., before and after school programs, Saturday
academies, etc.), but the academic community lacks knowledge around programs which take
place as a mandatory extension of time during the school day. Because the purpose of this study
is to investigate Florida’s ERT policy, which is a mandatory, during school day extended
learning time program for those students identified in Florida statute 1011.62, I chose to only
include literature describing during school day programs.
Implementation of Extended Learning Time Programs
District, school, and teacher fidelity of implementation of ELT programs is paramount
when attempting to discover the impact of programs on students as well as other stakeholders. In
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this case, fidelity refers to the extent to which those tasked with following program guidelines,
including the amount of time required for students to interact with curricular materials, meet
such specifications. Urdegar (2007) noted the importance of determining program
implementation fidelity prior to assessing the impact on student achievement. Midkiff and
Cohen-Vogel (2015) suggest researchers examine implementation fidelity as a means of
comparing expanded learning opportunities across the dimensions of their defined typologies.
Scholars have examined fidelity of implementation in the after-school setting for various reading
programs including Lighthouse (Farmer-Hinton et al., 2009) and READ 180 (Fryer, 2014; Hartry
et al., 2008). Similarly, Mokhtari et al. (2015) studied the fidelity with which a school-based
reading plan was used by tutors with students in a before school setting. Although fidelity of
program implementation was not the focus of any of the studies identified for this literature
review, it was a theme that emerged during readings.
Fidelity in adhering to program requirements across a state or district was a setback in
many cases. For example, in Michigan, the extent to which time was added to the school day
varied widely (McMurrer, 2012). Some schools complied with the requirement by adding five
minutes to the day while others added the option of Saturday school. The case was similar in
Idaho where researchers found some aspects of one elementary school’s program “fully
implemented,” others “partially implemented,” and still others “not implemented” at all (Scott et
al., 2012). In this case, vague wording of the additional time requirement may have been a cause
of implementation variation among schools.
In Roda’s 2017 examination of ELT in Port City Schools, she discovered inherent
inequities in implementation across three types of schools within the district. In the
neighborhood schools, the only extended learning opportunity available to students was
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intervention. At the district magnet schools, students were offered intervention or enrichment
based on individual student needs. Finally, at the Gifted & Talented school, the only extended
learning opportunity was enrichment. Roda contributed this discrepancy to neoliberal ideology
within the district as well as the influence of “a high stakes testing and accountability system and
market-based school choice” (2017, p. 301).
Most of the studies within this portion of the literature review only measured the impact
of the program on student achievement as measured by assessments. No attention was given to
student engagement and/or perceptions of self. The research conducted by Soraindo and Urdegar
(2006; 2007; 2009) included surveys completed by teachers, parents, and students. The 20062007 study was the only one of the three to include questions for teachers regarding student
engagement and excitement. However, the author did not include the results of this section of the
survey within the discussion of the report (Urdegar, 2009). Interestingly, as part of the studies for
the 2004-2005 and 2005-2006 school years, parents and students were asked about student
happines and school pride, yet these questions were removed for the 2006-2007 study (Soraindo
& Urdegar, 2006; Urdegar, 2007, 2009). In any case, data related to engagement, excitement,
school pride, or general happiness were not included in the discussion of the success or failure of
Miami-Dade’s School Improvement Zone schools, perhaps illustrating a disregard for “soft”
qualitative data in favor of quantifiable student test scores.
In each of the studies included in this review, the degree of implementation of program
components varied. Because of this variation it is unwise to claim that the results of the
programs, whether positive or negative, were directly caused by the design of the ELT
opportunity. As such, policy makers and educational leaders should interpret and employ results
of such studies carefully as individual district, state, and teacher interpretation of program
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requirements may skew results. Leaders should also take into consideration the type of data
reported to support “successful programs.” Although student achievement data may increase, it is
unclear if this is to the benefit or detriment of the student as a whole person.
The same Florida statute that requires the 300 lowest ranking elementary schools in the
state to administer an additional hour of intensive reading instruction also provides the funding to
support the program through Supplemental Academic Instruction Categorical Fund (Fla. Stat.
§1011.62, 2016). Historically, loss of funding was a concern looming over ELT programs.
According to the American Federation of Teachers, the School Improvement Zone in MiamiDade was dissolved after four years when a financial agreement between the teachers’ union and
the district could not be reached (2008).
The schools in Port City experienced the struggle of finding money for ELT programs
within the existing budget. While the Gifted & Talented and magnet schools were able to use
funds to hire teachers for enrichment, the neighborhood schools were forced to cut services, such
as parent liaisons, in order to pay for additional content area teachers (Roda, 2017). Although
school leaders had the ability to leverage funds to meet ELT requirements, the result was an
inequitable system in which students attending the Gifted & Talented schools or the magnet
schools had the opportunity to engage in “student-centered and inquiry based” learning
opportunities rather than “more of the same” in the neighborhood schools (p. 314, 313).
Stakeholders in both Michigan and Idaho voiced concerns of sustainability of the
transformation model of school improvement upon the conclusion of the grant (McMurrer, 2012
& Scott et al., 2012). Although federal funds to support low-performing schools have been
available since NCLB in 2002, the amount of money provided by such grants increased
dramatically as a result of ARRA (Scott et al., 2012). As such, the state of Idaho received an
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increase in the annual operating budget of 50%. Officials were concerned about sustainability
due to the small population, and subsequently small tax base, which would hinder the ability to
raise as much money as was awarded in the ARRA SIG. Steve Underwood, spokesperson for the
Idaho State Department of Education, considered the ARRA SIG funds to be an unsustainable
amount of money as well as a system that “could set schools up for failure… because once the
money goes away some schools must readjust to operating with substantially decreased funding”
(Scott et al., 2012, p. 9).
For Michigan, the amount of funding received per school was appropriate, but a large
number of schools remained unfunded because they did not meet ARRA criteria (McMurrer,
2012 & Scott et al., 2012). State officials believed these schools to also be in need and lamented
the lack of funds to support all schools in requiring improvement (Scott et al., 2012). Officials
also addressed the dilemma of sustainability when SIG funding ended indicating individual
school sites would need to find money within their budgets to sustain progress (Scott et al.,
2012).
There is agreement among researchers that teacher perceptions of reform programs have
an impact on the implementation of such programs. Whether academic or behavioral in nature,
implementation of intervention programs is strengthened by teacher buy-in (Filter et al., 2016;
Turnbull 2002; Yoon, 2016). Recent studies and literature reviews within those studies indicate
increases in teacher buy-in of reform programs correlate to an increase in student achievement
over time while low levels of teacher buy-in do not have the same positive effects (Lee & Min
2017; Turnbull 2002; Yoon, 2016). Therefore, identifying the attitudes of stakeholders,
especially those of teachers, is an essential aspect of implementing programs and should be taken
into consideration when reviewing the effectiveness of a reform initiative.
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In the first released study of Miami-Dade’s School Improvement Zone, teachers’
responses to surveys indicated that they did not believe that all aspects of the program were fully
implemented (Sorhaindo & Urdegar, 2006). However, the authors provided no further
explanation of which aspects of the program were implemented with fidelity and which were not.
It is possible the lack of explanation was due to the close-ended responses allowed by the survey
instrument. The first of four research questions defined in the second study was: “Is the Zone
being implemented according to program design?” (Urdegar, 2007, p. 6). Aligned with this
question, the researchers sought to determine the degree with which “the adequacy of materials,
time, and administrative support” were of high quality as rated by teachers and administrators (p.
17). Results showed discrepancies between administrators’ and teachers’ perceptions in this area
with teachers rating their experience at a lower level than administrators. For example, teachers
responded favorably to statements regarding availability of district support at a rate of 59.9%
whereas 97.4% of administrators agreed with the same statements. Likewise, 97.4% of
administrators agreed with the statement indicating teachers had sufficient access to books and
materials. However, only 58.7% of teachers agreed with the same statement. Lack of consistency
in statements among stakeholders is troublesome when attempting to identify the degree of
implementation of a program and resulting impact on student achievement.
Just as teachers and administrators held varying perceptions of the same program,
teachers in Port City Schools expressed different opinions of ELT based upon their location
within the district. Teachers at the neighborhood schools complained that the highly structured
two hours of ELA instruction plus two hours of math instruction left no “downtime” (Roda,
2017, p. 312). Rather than experiencing increased engagement and a positive learning
environment as was the case in the Gifted & Talented and magnet schools, neighborhood
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schools’ students experienced an increase in teacher-led instruction and worksheets. Inequity
among the three ELT programs in Port City leads me to wonder why what is deemed good for
some member of the student population is not good for the entire population.
Choice of curricular materials varied among the ELT programs explored in this review.
In some cases, schools implementing ELT used packaged materials from external provider such
as EdWorks, Pearson Learning, and Teachscape; others chose to work with experts to design
materials specifically for their students (Scott et al., 2012). Unfortunately, the process for
selecting and/or creating curriculum was not documented to the same extent as the ARRA SIG
grant process and implementation.
Roda (2017) identifies the importance of curriculum as an integral component of any
ELT program and focuses her work on inequitable curriculum content among the three schools
within Port City. As the magnet and Gifted & Talented schools use ELT for enriched curricula
and pedagogy, Roda argues, “in the underperforming neighborhood schools ELT is simply being
used to raise test scores by narrowing the curriculum and focusing on the tested subjects” (p.
317). She goes on to cite Ravitch’s claim, “some children get access to a full and balanced
curriculum while others get a heavy dose of basic skills” and thus we, as an educational
community, are not able to provide equal educational opportunities (2013, p. 237).
Florida statute 1011.62 offers little guidance to district and school officials regarding the
use of curricular materials to support the additional hour of intensive reading instruction required
in the 300 lowest performing schools. Multiple researchers (Bailey, 2014; Cuban, 2008; Curwen
& Colon-Munoz, 2013; Farbman, 2015; Fashola, 2013; Fleming, 2011; Jez & Wassmer, 2015;
Patall et al., 2010; Roda, 2017) and organizations (CCSSO, 2006; NEA, 2008) agree that simply
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extending the school day will do little to improve student achievement scores. Rather it is the
curriculum and pedagogy within that extended time frame that matters most.
Culturally Relevant Curricula
Time in school is one of many factors contributing to student success including quality
instruction, school culture, and engaging curriculum (Farbman, 2015; Patall et al., 2010;
Timberlake et al., 2017). Yet, disconnecting time in school from other factors impacting student
achievement is problematic. Scholars may fall into a similar trap by attempting to disconnect
curriculum from the vast and complicated educational system. Researchers readily acknowledge
the impracticality of studying a singular piece of the educational puzzle (e.g., Timberlake et al.,
2017). However, there is a need to understand the curricular landscape, and therefore, I engage in
curricular research to the best of my ability.
As previously stated, the need to explore culturally relevant curricula arose from a pilot
study completed in 2015. During this study, I discovered the majority of students enrolled in
ERT schools in one large Florida district were minoritized students. As such, I began to question
the cultural relevance of core reading programs used by Florida’s school districts.
Rationale for Culturally Sustaining Pedagogy/Curricula
While much progress has been made toward recognition of and opposition to the use of
marginalizing pedagogies and curricula, some researchers believe cultural relevancy does not
adequately convey the extent to which educational practices should foster bi- and
multiculturalism. Paris and Alim (2014) provide a “loving critique” of asset pedagogies,
especially culturally relevant pedagogy. They offer three arguments to support their claim of
culturally sustaining pedagogy as the asset pedagogy, which is best positioned to produce a
multilinguistic, multicultural society.
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1. Whereas those who employ culturally relevant pedagogy promote high expectations for
all students, foster a positive cultural identity within students, and support students in
developing a critical consciousness (Morrison et al., 2008). those who adopt culturally
sustaining pedagogy seek to “perpetuate and foster - to sustain - linguistic, literate, and
cultural pluralism” (Paris & Alim, 2014, p. 88).
2. Previous asset pedagogies have established a one-to-one mapping of race and language
based on historical or traditional uses. Culturally sustaining pedagogy recognizes and
considers current practices within cultures. Paris and Alim (2014) claim Hip Hop
pedagogy and the use of African American English are only used with African American
students in other asset pedagogies, but culturally sustaining pedagogy recognizes
Latino/a students also participate in the Hip Hop culture and the use of African American
English while navigating their own cultural practices.
3. Finally, Paris and Alim (2014) state asset pedagogies must be critical of and confront
negative aspects of cultural practices. Here, the authors focused on a critique of Hip Hop
pedagogy and the “revoicing of racist, misogynistic, homophobic, and xenophobic
discourses” (p. 94) that may occur when educators employ such practices in the
classroom without reflecting on and preparing for possible problematic elements.
Although I take into consideration each of the variances of asset pedagogies and
educational practices, I use cultural relevancy in this study due to the robust body of literature
and wide recognition of the term.
Selection of Literature. To begin the process of identifying literature in the field of
culturally relevant curricula, I turned to Gloria Ladson-Billings and her work regarding culturally
relevant pedagogy. Using references found in The Dreamkeepers (2009) and other works, I
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constructed a reading list to gain a better understanding of culturally relevant pedagogy and
ideologies that inform it. Next, I used Academic Search Premier, ERIC, and Google Scholar to
search for articles citing Ladson-Billings using the search terms “culturally relevant
curricula/um.” For each of the resulting articles, I mined the reference sections for any texts
pertaining to my research area.
After reaching saturation, I reviewed the articles cited by and citing Ladson-Billings. I
noticed some authors’ use of Paul Gorski’s 2006 commentary on multicultural education as a
compliment to Ladson-Billings (Aronson & Laughter, 2016; Mokharti et al., 2015; Ullucci,
2011). Likewise, many the texts referred to the “achievement gap” (e.g., Ladson-Billings, 2013;
Sampson & Garrison-Wade, 2011; Timberlake et al., 2017), which names the “opportunity gap”
(2013). I chose to include Gorski’s work regarding the intersection of race and poverty because
the results from my 2015 pilot study indicated large populations both students of color and those
living poverty enrolled in ERT schools within the studied district. As stated in the first chapter,
the term minoritized refers to “historically oppressed social identity groups,” including those
associated with race, culture, and socioeconomic status (Vaccaro & Newman, 2016, p. 925). I
engaged in the same process of mining the literature for references to Gorski and “culturally
relevant curricula/um” using Academic Search Premier, ERIC, and Google Scholar. Again, for
each of the resulting articles, I mined the reference sections for any texts pertaining to my
research area.
Having found a limited number of quantitative studies examining the impact of culturally
relevant curricula, I conducted a second search of the literature by adding “achievement” to
previous search terms. This led to a greater number of empirical articles to include in this review,
yet the majority of research in the area appears to be qualitative in nature.
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Examples of Culturally Relevant Curricula. Often referred to as multicultural
education (Cornbleth & Waugh, 1993; Milner, 2011; Willis, 1995), culturally relevant curricula
is found across grade levels and academic content areas. Taylor (1989) describes culturally
relevant practices, including the use of curriculum, in early childhood literacy programs;
Sampson and Garrison-Wade (2011) relate similar experiences within high school American
History classes; Ullucci (2011) describes implementation across the school day within
elementary classrooms; Taxel (1986) notes an increase in the number of African American
characters in children’s literature from the 1960’s through the 1970’s.
Although the contexts of the various studies included within this review differed, several
similarities regarding culturally relevant curricula emerged. Multiple scholars emphasized the
importance of students acting as co-creators of classroom curricula (Milner, 2011; Sampson &
Garrison-Wade, 2011; Taylor, 1989; Ullucci, 2011). In each of the studies, culturally relevant
curricula was not found in pre-packaged, scripted curricular material, rather the teachers, along
with their students, developed curriculum aligned with the tenets of culturally relevant pedagogy
(Brooks, 2006; Ladson-Billings, 2009; Milner, 2011; Rickford, 2001; Ullucci, 2011). Taylor
(1989) argues the whole language versus phonics debate of the late 1980’s was taken up in vain
as literacy development is more complex in nature than either method is able to address. “We
must give up the security of prepackaged programs built upon stage theories and stop trying to
‘fit’ children’s early reading and writing experiences into some model or another” (p. 186). As a
result, Taylor advocates for a model in which teachers listen to students’ voices to ensure
instructional strategies reflect student experiences.
In her 2011 study of the enactment of culturally relevant pedagogy within elementary
classrooms, Ullucci discovered two overarching themes - curriculum/content and
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teaching/pedagogy. Teachers in Ullucci’s (2011) study not only integrated content reflecting
their students’ cultures, but also other unrepresented, marginalized cultures. The inclusion of
culturally relevant content extended beyond a single instructional unit and spanned subject areas
including reading, writing, social studies, and fine arts. Ullucci (2011) reported teachers
integrating diverse content throughout the school year, not as a special event such as a
multicultural night or for Black History Month. Just as Taylor (1989) suggested abandoning prepackaged materials, Ullucci (2011) observed teachers designing their own curricula because they
“questioned the usefulness and relevance” of the curricular materials provided for them (p. 401).
As previously stated, Florida statute 1011.62 offers little guidance to districts regarding the
selection of curricula to support the additional hour of reading instruction mandated for the 300
lowest performing schools’ elementary schools. As such, there is a possibility that districts
provide teachers with some autonomy in designing and implementing culturally relevant
curriculum. However, based on the review of research regarding implementation of ELT
programs, as previously described in this chapter, neither teacher autonomy nor consideration of
students’ cultures emerged as contributing factors in selecting ELT program materials or in the
effectiveness of extended school time.
From Taylor’s (1989) early childhood literacy classrooms, to Milner’s (2011) middle
school science classes, teachers diverged from traditional texts and lessons in order to address
student needs - social and academic. In some instances, social and emotional education occurred
as a byproduct of culturally relevant pedagogy and curricula rather than an intended outcome.
For example, teachers in Taylor’s study refrained from using “artificial workbook activities” in
favor of authentic literacy experiences (1989, p. 188). Students established an understanding of
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literacy at the individual level academically and socially. As a result, students’ academic reading
and writing skills improved as did their language use in everyday experiences.
The research conducted by Murrell (1993), Milner (2011), and Ullucci (2011) illustrate
the use of culturally relevant curricula as a means of empowering students academically and
socially. Murrell (1993) reported on the characteristics and outcomes of an Afrocentric
immersion program in which the goals are: “(1) academic excellence and (2) the promotion of
personal growth and development” (p. 233). Rather than prepackaged, scripted character
education or academic programs, teachers in Murrell’s study designed curricula “based on the
acknowledged African origins of civilization, the strengths and abilities of children’s learning
styles, and content areas in mathematics, science, history/social studies, humanities, and physical
education” (p. 233).
Just as Murrell advocates for culturally relevant practices, such as Afrocentric immersion,
as a means “to eliminate the Eurocentric hegemony in curriculum” (p. 232), Ullucci (2011)
described teachers who used culturally relevant curricula to facilitate student understanding of
oppression as it occurred throughout American history. Teachers in Ullucci’s (2011) study used
a critical approach and guided students to use their own experiences as a frame of reference for
engaging with curricular materials. Similarly, Milner (2011) advocated for the inclusion of
students’ cultures within the curricular content as a means of making cultures visible to students.
When students see positive representations of their cultures in the content, they are encouraged
to maintain their cultures as a result of an awareness of “the important ways in which their
culture contributed… to the fabric of US society” (Milner, 2011, p. 69). The positive impact of
culturally relevant curricula extends beyond the individual student, classroom, and school to the
increase in more curricular decisions and practices being implemented across the United States.
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Outcomes of Culturally Relevant Curricula: Engagement, Empowerment,
Measured Achievement, and More. The literature encompassing implementation of culturally
relevant curriculum reveals several benefits. Scholars name the following as advantages of
adopting culturally relevant curricula: increased engagement, empowerment, and achievement
for minoritized students. Aronson and Laughter (2016) remind others to beware of the term
“achievement” as its meaning varies depending on the user. They claim policy makers tend to
use this term to suggest preferable scores on high stakes assessments while educators may use
the term to describe a student who becomes a lifelong learner. As an educator, I would also
characterize achievement as increasing feelings of empowerment and efficacy. However, I will
use “achievement” to refer scores on academic assessments as this is how it is used in research
included in this review as well as within the ERT mandate at the core of this study.
Before cultural relevance was a theory or even a term used in educational research, Sims
(1983) reported on the increased engagement one ten-year-old African American girl
experienced when reading “culturally valid books” (p. 21). Sampson and Garrison-Wade (2011)
point to cultural discontinuity, as described by Irvine (1990a), as one explanation for the
disengagement of African American students from the mainstream content. Barrera (1992) cited
similar evidence with respect to Latina/o students. This section of the literature review focuses
on increased engagement specific to literacy and culturally relevant texts/curricula.
For the past three decades, researchers have provided qualitative (Barrera, 1992; Brooks,
2006; Christianakis, 2011; Connor, 2003; Feger, 2006; Grice & Vaughn, 1992; Hefflin, 2002;
Möller & Allen, 2000; Morell & Duncan-Andrade, 2002; Rickford, 2001; Rosado et al., 2015)
and quantitative (Altieri, 1993; Bui & Fagan, 2013; McCullough, 2013) evidence supporting
increased student engagement as a result of including culturally relevant texts as part of literacy
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education. Elementary (Altieri, 1993; Bui & Fagan, 2013; Christianakis, 2011; Grice & Vaughn,
1992; 2002; Hefflin, 2002; Möller & Allen, 2000), middle level (Brooks, 2006; McCullough,
2013; Rickford, 2001) and high school students (Connor, 2003; Feger, 2006; Morell & DuncanAndrade, 2002) all demonstrated higher levels of engagement when teachers provided them with
the opportunity to read culturally relevant texts.
Many of the studies included in this review used Louise Rosenblatt’s transactional reader
response theory to situate the work in the broader context of literacy and culturally relevant
education (Altieri, 1993; Brooks, 2006; Connor, 2003; Grice & Vaughn, 1992; McCullough,
2013; Möller & Allen, 2000). Rosenblatt (1982) disputed the text-centered, behavioralist notions
of teaching and learning. Rather than knowledge and understanding being transferred to a
student, Rosenblatt’s reader response theory describes the process as a transaction comprised of
the aesthetic and efferent stance (1982). The stances rest along a continuum, but as Rosenblatt
(1982, 1985) explains, reading aesthetically - feeling and reacting to the text based on personal,
lived experiences - must occur first. It is this personal, aesthetic reading that engages a person
and facilitates an efferent, analytical reading.
Although others have proposed a third stance in addition to the aesthetic and efferent, Cai
(2008) provides reasoning for maintaining the original two proposed by Rosenblatt. Cai (2008)
notes a number of scholars (e.g. Lewis, 2000; McLaughlin & DeVoogd, 2004; Wade, Thompson,
& Watkins, 1994; Yenika-Agbaw, 1997) who renounced Rosenblatt’s transactional theory
because it lacked a critical approach. For those who misunderstood, Cai (2008) clarified that
transactional theory can encompass any perspective and it was not Rosenblatt’s purpose to favor
one perspective over another.
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Evidence of increased engagement took various forms across the studies reviewed. For
example, Möller and Allen (2000) described how a group of fifth grade girls deeply engaged
with the high-quality multicultural text, The Friendship, through connections and resistance.
Connections occurred when students empathized and sympathized with characters in the book,
which often led to resistance as the students wished to stave off the feelings of helplessness and
danger by reimagining the text (Möller & Allen, 2000). Although Möller and Allen (2000)
presented this level of engagement as a positive outcome, they, as well as other scholars
(Aronson & Laughter, 2016; Morrison et al., 2008), caution against presenting students with
texts containing complex emotional and cultural themes without the support of peers or a teacher
to provide reassurance and a safe place for discussion.
Based on her personal experience and knowledge of scholarly articles citing increased
engagement and achievement among minoritized students, Angela Rickford (2001) studied
responses of a group of ethnically diverse 6th and 7th grade students when presented with
culturally relevant reading materials. Rickford (2001) included two types of culturally relevant
texts in her study: traditional ethnic folktales and contemporary ethnic narratives. Using
questionnaires and “enjoyment ratings,” Rickford (2001) determined that the group, primarily
consisting of African American, Latino/a, and Pacific Islander pre-adolescents, responded
favorably to the culturally relevant texts, especially those that incorporated African American
Vernacular English (AAVE).
For a group of high school teachers in urban Northern California, the use of Hip Hop as a
student motivator led to increased student engagement within a traditional poetry unit and
subsequently an increased understanding of literary elements such as theme, tone, voice,
character development, and others (Morell & Duncan-Andrade, 2002). For Hip Hop texts to be
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used as teaching tools in the English-Language Arts classroom, one must first agree that rap and
Hip Hop represent literary texts. Although the teachers in Morell and Duncan-Andrade’s study
subscribed to that belief, not all teachers are as open-minded. Christianakis (2011) discovered
how students advocated for the inclusion of Hip Hop as they believed it representative of poetry,
yet their teacher often denied their requests.
Although increasing engagement of minoritized students, particularly those who are
African American, as the intent of much of the work cited here, researchers have also found
increased engagement among students of all ethnicities and races. In study of an ethnically
diverse English-Language Arts class comprised of junior and senior high school students,
Connor (2003) determined that all students demonstrated increased engagement in response to
The Middle Passage: White Ships/Black Cargo, a culturally relevant text for African American
students. Similar to the results reported by Möller and Allen (2000), not only did students learn,
practice, and apply literacy skills, they also made deep emotional connections to the text
(Connor, 2003). Students, no matter their ethnicity, race or gender, exhibit increased engagement
as a result of emotional connections with culturally diverse texts that often convey an alternative
to the traditional, European narrative.
Yet another area of concern within the broader scope of culturally relevant literature is
the impact it has on students who have previously demonstrated troubles academically. Grice and
Vaughn (1992); McCullough (2013), and Möller and Allen (2000) all examined the effects of
using culturally relevant materials with minoritized students classified as “underperforming.”
Each study reported positive effects, yet contributions to the existing literature were nuanced and
varied. Grice and Vaughn conducted an early study using “culturally conscious” books to engage
“slow-learners” (1992, p. 151-152). The authors allude to the intersection of race and class and
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recommend the use of culturally conscious texts despite the lack of evidence supporting the
claim (Grice & Vaughn, 1992). Grice and Vaughn postulate that societal influences of the time
may have attributed to the lack of interest shown in the texts by the African American students. It
is possible that small sample size and comparison of percentages without the use of statistical
analysis to indicate significance were setbacks within the study.
As previously detailed, Möller and Allen (2000) reported increased engagement among
students when presented with a culturally relevant text. The group of students was comprised of
four girls who were “reading and writing significantly below grade level norms” (p. 153).
Despite some students’ initial feelings of anger and resentment regarding inclusion in the book
study, increased engagement led to increased comprehension, which led again to increased
engagement (Möller & Allen, 2000). Connecting the work Möller and Allen (2000) with that of
Rosenblatt (1982, 1985), I infer that the engagement of the students is a result of aesthetic
reading and the resulting efferent stance or reading for comprehension is a result of the girls’
interest in the story itself.
McCullough (2013) also identified increased comprehension as a result of engaging
students in reading culturally relevant texts. Although not citing Rosenblatt as Möller and Allen
(2000) did, McCullough (2013) discusses interest and interestedness, which aligns with the
aesthetic stance and reading based on one’s background. For lower-performing and mid-level
minoritized students, McCullough (2013) found a significant increase in both engagement and
comprehension when students were interested in the texts. For high-performing minoritized
students, the comprehension level was the same for culturally relevant and non-culturally
relevant texts (McCullough, 2013). However, the lack of an increase in comprehension and
engagement for all minoritized students does not indicate a need to discontinue the use of
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culturally relevant texts. Using culturally relevant texts results in additional positive outcomes,
including empowerment, which is discussed in the next section.
Although the majority of the literature reviewed suggests increased engagement among
minoritized students as a result of the use of culturally relevant reading materials, there are some
studies in which the findings were not as clear. For example, Altieri (1993) found no significant
differences in levels of engagement based on ethnicity when a diverse group of 60 third grade
students read three Caldecott Award winning books with African Americans as the main
character. However, since the study did not include a comparison with engagement levels of
Caldecott Award winning books featuring main characters who were European American,
Latino/a, or of other ethnicities, I contend argue that increased engagement level for minoritized
students was not truly examined. Like Grice and Vaughn (1992), Altieri’s (1993) study lacked
thoroughness and therefore, should be considered cautiously.
Prior to the empirical studies of culturally relevant curriculum materials cited in this
review, scholars worked from the assumption “that what children read matters” (Taxel, 1986, p.
248). Though the purpose of various studies on the relevance of culture to curriculum has been to
identify its influence on academic engagement, some discovered an unexpected outcome:
students’ increased sense of empowerment. For example, Feger (2006) reported students’
increased self-efficacy as a result of engaging in meaningful, critical, and cognitively complex
texts.
Carl Grant first proposed the positive impact of “relevant curriculum materials” for
African American students in 1973 based on his analysis and synthesis of the work of Arthur
Combs and Ruth Wylie. Combs, during his career spanning half a century, theorized about selfconcept, a central element of one’s personality (Magnuson, 2012). He stated that if a child
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perceived him/herself as incapable, then he/she would perform as such (Combs, 1952; Grant,
1973). However, he also postulated that one could change one’s self-concept by recognizing the
discrepancies between reality and that which one perceives (Magnuson, 2012). Complimenting
Combs’s research on self-concept, Wylie (1963) conducted an empirical study of 823 7th, 8th,
and 9th grade students and found African American children significantly underestimate their
academic abilities compared with White children. To use Combs’s terminology, their selfconcept was negative and not representative of reality.
Combs’s description of self-concept and the ability to change it along with Wylie’s
discovery that African American students held negative unrealistic perceptions of themselves led
Grant (1973) to hypothesize that relevant materials would increase student self-concept and
academic achievement. Although this initial study showed no statistically significant gains in
self-concept, it could be due to the “relevant materials” used. Nowhere in Grant’s (1973) work
does he refer to curricular materials as culturally relevant, though he described relevant as
meaning “‘deals with’ or ‘is about,’ or ‘draws’ its content, language, and illustrations from
familiar objects and events in the life of the pupils involved, and reflects many aspects of the
students' life-style and background” (p. 401). This omission could be due to the assumption that
backgrounds are culturally situated, that language bears and constructs culture, or that archaic
beliefs held during and prior to the 1980’s in which a unique African American culture was not
recognized (Ladson-Billings, 1992b). As Sampson and Garrison-Wade (2010) asserted,
“Basically, the erroneous core assumption is that African American children are nothing more
than incomplete copies of Western European White children. When it is recognized that African
American children have a unique culture, that culture is usually seen as inferior to the Western
European culture” (p. 280). Because cultural relevance was not yet an area of academic study
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and the materials used in Grant’s research were not documented, it is not evident that the study
materials were in fact culturally relevant.
Since Grant’s study, multiple scholars have reported an increase in the sense of
empowerment students of color experience as a result of engaging with culturally relevant
pedagogy (Asante, 1991; Bernal, 2002; Ladson-Billings, 1992a; Ladson-Billings, 1992b; Milner,
2011; Sampson & Garrison-Wade, 2011; Willis, 1995). In some cases, teachers may support
students in becoming empowered through purposeful, critical interactions with biased content
(Willis, 1995). While this is one example of culturally relevant pedagogy, it is not the focus of
this study. Rather than focus on teaching practice, this study is primarily concerned with the
content provided to students.
Asante (1991) describes student empowerment as a result of presenting content in such a
way that students understand the information because they are part of the information. “Although
students of color are holders and creators of knowledge, they often feel as if their histories,
experiences, cultures, and languages are devalued, misinterpreted, or omitted within formal
educational settings” (Bernal, 2002, p. 107). Eurocentric curriculum results in “students feeling
that schools are not about them, and therefore, not for them” (Murrell, 1993, p. 238). In order to
challenge Eurocentric perspectives of knowledge and ways of knowing, researchers and
practitioners have used culturally relevant curricula and content.
Cammarota (2007) described the Social Justice Education Project in which a cohort of
“at-risk” students met state social studies requirements while learning Chicano studies and
critical social theory. Cammarota’s study examined the impact of using culturally relevant
curricular content as a means of teaching social studies topics. Students within first cohort
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reported feelings of empowerment, positive attitudes towards continuing education at the college
level, and an increase in their thoughtfulness about their educational future (Cammarota, 2007).
Feelings of empowerment may also result from instances in which a teacher does not
embrace culturally relevant education. Christianakis (2011) describes how students navigated the
classroom power structures to advocate for the inclusion of rap in a traditional poetry unit. The
classroom teacher was admittedly “anti-rap” and did not allow the students to make connections
between rap music and the canonical poems they were required to learn (Christianakis, 2011).
Although this particular narrative included some relenting of rules by the classroom teacher and
inclusion of rap he deemed “appropriate,” a number of studies within the field of culturally
relevant education, as described above, indicate students’ lower self-concept as a result of nonexposure to culturally relevant curricula.
As research indicates, a lack of culturally relevant curricula may lead to the
disengagement of minoritized students. This disengagement has been shown to lead to decreased
comprehension scores, and ultimately contributes to the racial and socioeconomic achievement
gap (Bui & Fagan, 2013; Christianakis, 2011; Clark, 2017; Dee & Penner, 2017; Sampson &
Garrison-Wade, 2011). Clark’s (2017) insight, “When individuals read texts that are grounded in
their life circumstances, cultural and otherwise, they have considerably more schemata to bring
to bear in the construction of situation models,” supports the findings of several scholars who
seek to better understand the relationship between culture and literacy (p. 7). This connection,
between the text and the reader, aligns with Rosenblatt’s transactional theory as described earlier
in this chapter.
As readers engage aesthetically with the text, they are able to conduct efferent readings
and glean deeper understandings aligned with academic expectations. Brooks (2006) used the
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concept of “culturally conscious” literature, as described by Sims (1982), to conduct a case study
resulting in qualitative evidence suggesting African American middle school students were
deeply engaged with texts containing culturally conscious features. Brooks (2006) postulated
students developed enhanced literary understandings, such as characterization, figurative
language, theme, and elements of plot, due to the culturally conscious text features, including
recurring themes and the use of AAVE. Koss and Daniel (2018) expanded on Brooks’ work by
situating the importance of the use of authentic language conventions in addition to other factors
for English Language Learners (ELLs) noting that as of 2015, 71% of ELLs were Spanish
speaking individuals.
Similarly, in a study of 4th grade African American students, Bell and Clark (1998)
identified the group was significantly more efficient at answering comprehension questions for
stories that included African American imagery and themes. Though Bell and Clark (1998) did
not cite Rosenblatt or transactional theory within their work, their conclusions are consistent with
Rosenblatt’s (1982) explanation of aesthetic reading in which, “we draw on our reservoir of past
experience with people and the world, our past inner linkage of words and things, our past
encounters with spoken or written texts,” and efferent reading which includes “abstracting and
categorizing” the text (p. 270). It is possible that because the students were able to aesthetically
connect with the culturally relevant texts, less effort was needed to then categorize the
information and demonstrate comprehension.
Not all studies regarding culturally relevant curricula and comprehension provide
evidence of higher academic achievement for minoritized students. In a study conducted by Bui
and Fagan (2013) students were divided into two groups for reading intervention with one group
receiving the basic intervention and the other receiving the intervention plus the additional
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strategies of multicultural literature and cooperative learning. Based on anecdotal notes from the
students, the researchers inferred an increase in student engagement when reading multicultural
texts, yet there were no significant differences in comprehension between the two groups of
students (Bui & Fagan, 2013). However, there are two factors that may have influenced the data
other than the use of multicultural literature. First, Bui and Fagan (2013) noted the use of a
culturally responsive framework for both groups, not only the group using multicultural
literature. Second, students in the experiment group were exposed to two variables: multicultural
literature and cooperative learning (Bui & Fagan, 2013). Because it is difficult to isolate
strategies and conduct experimental research with students, studies directly linking the use of
multicultural (i.e. culturally relevant) curricula with student achievement should be considered
with caution.
In addition to increased engagement, empowerment, and academic achievement,
researchers have found other positive outcomes as a result of using culturally relevant curricula.
For example, Dee and Penner (2017) sought to confirm the qualitative and theoretical reports
proclaiming the positive impact of culturally relevant education and found not only did student
achievement, as measured by cumulative GPA, increase, so did attendance and the number of
high school credits earned. Rosado et al. (2015) reported an increased sense of empowerment
among family members who produced culturally relevant literature for their students in a
predominantly Latina/o community.
In a similar study conducted by Thomas et al. (2008), a group of African American high
school girls, enrolled in an intervention group with the goal of promoting cultural assets, had a
significantly higher attendance rate than other students. Additionally, the group strengthened
their understanding of and participation in liberatory youth activism (Thomas et al., 2008).
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Although the purpose for implementing culturally relevant curricula may vary based on
individual perspective (i.e., policymaker versus school administrator versus classroom teacher),
there are several positive effects for students.
Not all attempts at integrating culturally relevant curricula are successful and those which
are may also have negative consequences as a result. Although Sampson and Garrison-Wade
(2011) laud the positive impact of culturally relevant curricula on student engagement, they also
note some negative consequences. The makeup of the class documented in Sampson and
Garrison-Wade’s research included African American, Latino/a, Caucasian, Asian, and Samoan
students. Race-related verbal altercations among students occurred during class and in focus
group discussions. The researchers were required to intervene in such altercations, yet they
contend such interactions led to positive outcomes. With regard to the argument in class between
an African American male and a Latina student, the authors wrote, “This exchange was the
catalyst for a poignant interaction about the power of words, how they hold great pain and
history, and how they can have many meanings for different groups” (p. 293).
For minoritized students, integration of culturally relevant curriculum, specifically as it
relates to reading instruction, often results in increased student engagement, feelings of
empowerment, and academic achievement. Findings of the effects of culturally relevant curricula
are mixed, yet the majority of studies report some type of positive effect of integrating culturally
relevant material. Academic benefits for White, historically non-marginalized students have not
been discovered, but other qualities, such as increased empathy, have been reported.
Despite the decades of research in the field, there continues to be a lack of quantitative
research demonstrating the positive effects of such a curriculum or the negative effects resulting
in a lack of such curricular material. Education policy-makers respond to quantitative and
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measurable data when considering mandates and laws (Ravitch, 2013; Stein, 2004). Therefore, I
believe it is imperative to provide this type of research in order to advance culturally relevant
education.
Kumashiro (2012) criticizes those who oppose high-stakes testing yet use the argument of
higher test scores to advocate for reform favoring, for example, culturally relevant education.
Although I understand the contradictory nature of such arguments and believe that learning
encompasses more than what can be measured on a single test, I am also acutely aware of the
fact that to have a voice in the game, I must first play the game. Therefore, I not only include
research in which student achievement scores are measured and reported based on
implementation of culturally relevant curricula, but I intend to add to the research body through
this study, and call for additional work to be conducted to more fully develop our understanding
within the field.
(Re)Segregation of Schools
As the intent of this study is to examine the distribution of Florida’s extended reading
time policy with attention to students’ socioeconomic status and ethnicity/race, it was prudent to
include literature related to patterns of contemporary segregation of schools. The historic 1954
Brown v. The Board of Education of Topeka decision ruled racial segregation in schools was
unconstitutional, yet in many areas of the south, it wasn’t until the Civil Rights Act of 1964 that
an effort was made to integrate schools (Ayscue et al., 2018; Borman et al., 2004; Orfield, 2001).
In this section, I provide information regarding how segregation is measured, a brief overview of
the history of desegregation efforts, factors influencing a decline in these measures, and current
resegregation trends, particularly those in Florida.
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Selection of Literature
As with the other streams of research, I began with works particularly aligned with the
purpose of this study. In this case, I began with “Why segregation matters: Poverty and
educational inequity” by Gary Orfield and Chungmei Lee (2005) in which they provide an
overview of national and regional trends of segregation and “Accountability in a
postdesegregation era: The continuing significance of racial segregation in Florida’s schools” by
Kathryn Borman and her fellow researchers. From each article, I mined the references and
searched for subsequent articles in which they were cited until saturation was achieved.
History of desegregation. While it is true that the 1954 Brown v. Board of Education
Supreme Court decision declared “separate educational facilities are inherently unequal” and a
violation of the 14th amendment, it was but a first step in the process of desegregating schools.
Prior to Chief Justice Warren’s statement that school segregation was “a denial of the equal
protection of the laws,” segregation of Black and White students was commonplace in the United
States, particularly in the South yet years passed before change occurred.
Some states, including Florida, actively sought to avoid the desegregation orders by
enacting laws. In 1955, Florida Governor LeRoy Collins signed the Florida Pupil Assignment
Law which gave districts considerable control in assigning students to schools (Borman et al.,
2004; Orfield & Ee, 2017; Winsboro & Bartley, 2014). Although the law did not explicitly
mention race as a factor for districts to consider when assigning students to schools, it did allow
for judgement of qualification for transfer based on a student’s compatibility in subjective areas
such as moral and psychological background (Borman et al., 2004; Winsboro & Bartley, 2014).
Adherence to such laws enabled Florida schools to prolong desegregation until the passage of the
Civil Rights Act in 1964.
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It was the Civil Rights Act along with two Supreme Court decisions that led to noticeable
change in districts throughout Florida and other southern states. Orfield (2001) noted the
alignment of the executive branch and the judicial branch from 1964 through 1968 led to
consistent pressure on states to desegregate schools. The possibility of losing federal school
funds as a result of not actively desegregating schools led the South to become the most
desegregated region in the U.S. in matter of just five years (Ayscue et al., 2017; Orfield, 2001;
Orfield & Ee, 2017; Winsboro et al., 2014). Along with the Civil Rights Act, Supreme Court
decisions in cases such as Green v. County School Board of New Kent County (1968), Alexander
v. Holmes County Board of Education (1969), and Swann v. Charlotte-Mecklenburg Board of
Education (1971) advanced the process of desegregation in the South.
In 1968 the Supreme Court placed the onus of desegregation on the school board. In this
case, the school district in New Kent County, Virginia permitted students and families “freedom
of choice” regarding which school to attend. The Supreme Court ruled that, while such a plan
may create a unitary system, more proactive measures on the part of the district were required
(Green v. New Kent County, 1968). In the Alexander v. Holmes County Board of Education
(1969) case, the Supreme Court ruled that districts could no longer delay desegregation of
schools using the standard that they were proceeding with “all deliberate speed” and they must
now act with “immediate compliance” (Doherty, 1970). The 1971 Swann v. CharlotteMecklenburg Board of Education decision was the third ruling by the Supreme Court that
provoked advancements in the effort to desegregate southern schools.
Unlike the Green (1968) and Alexander (1969) rulings which asserted the need for
immediate desegregation plans without significant guidance on how such plans should look, the
Swann (1971) case provided a means for action through district-wide busing programs (Ayscue
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et al., 2018; Borman et al., 2004; Goldring, et al., 2006; Orfield & Ee, 2017). With the election
of Richard Nixon in 1968 came the appointment of four Supreme Court justices which tipped the
balance of the court and led to rulings making desegregation more difficult (Orfield, 2001). The
Bradely v. Milliken ruling required families in urban areas to show that specific suburbs were
intentionally discriminating against students by denying access to schools (Ayscue et al., 2018;
Frankenberg, 2013; Kotok & Reed, 2016; Orfield, 2001).
In Florida, many districts adopted busing plans as a method for school integration.
Although successful in achieving more desegregated schools, busing plans were not without
criticism. According to Borman et al. (2004) Black parents were frustrated with a system that
required busing from all-Black schools to White schools and felt the burden of desegregation
was unfairly shifted toward them. At the same time, Florida voters approved an anti-busing
resolution by a three-to-one vote (Winsboro & Bartley, 2014). Meanwhile, some counties, such
as Duval and Orange which are both represented in this study, simply did not comply with
federal orders, and maintained several majority Black schools (Borman, et al., 2004). Despite
these obstacles, desegregation occurred in many areas in Florida throughout the 1970s and
1980s.
Despite an increase in population during the post-civil rights era, Latinos were
conspicuously left out of discourse and policies of related to desegregation of schools (Orfield,
2001). In 1973, the Supreme Court recognized the right for Latino desegregation, yet there was
little enforcement and, instead, the Nixon administration chose to focus on bilingual education
(Orfield, 2001). Frankenberg (2013) posits that the omission of Latinos from the conversation of
desegregation compounded with discriminatory housing practices led to the continued
segregation of Latino/a students in schools.
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As trends toward integration were increasing, Florida put into place accountability
measures tied to funding. The Florida Accountability Act was in place from 1972 through 1978
with the intent of “evaluating the effectiveness of expenditures” (Borman et al., p. 611). One
such measure was an assessment given to high school seniors which they had to pass in order to
graduate. Ultimately, when students claimed graduation tests were culturally biased, a U.S.
District Court ruled the graduation tests would be allowed, but not until the 1982-1983 school
year so as to account for vestiges of segregated school experiences (Debra P. v. Turlington,
1979). This newly established mandate also required that students only be tested on that which
was taught in schools, resulting in a state-mandated curriculum (Borman et al., 2004).
Throughout the 1980s, racial segregation for Black students continued to decrease
nationwide and across the South (Orfield, 2001). Florida districts with increased desegregation
attributed success to busing programs and magnet schools (Borman, et al., 2004). However,
despite, or, perhaps because of, the trend towards integration, the 1990s and early 2000s saw
three Supreme Court decisions that became a catalyst for the resegregation of American schools.
The first two cases, Board of Education of Oklahoma City Public Schools v. Dowell (1991) and
Freeman v. Pitts (1993) established the criteria by which a school district could be deemed
unitary. To be declared unitary, districts had to provide evidence that they followed
desegregation orders for a reasonable period of time, to the best of their abilities eliminate
vestiges of segregation, and show commitment to constitutional obligations (Goldring et al.,
2006). Based on these indicators, a district could demonstrate that it no longer operated a dual
system of segregated schools and it had become a desegregated unitary district (Orfield & Ee,
2017). However, it was the 2007 Parents Involved in Community Schools v. Seattle School
District No. 1 (2007) that many scholars identify as the impetus for widespread resegregation as
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it prohibited the use of race when assigning students to schools, thus severely limiting what
states could do to maintain racial integration after being declared unitary (Ayscue et al., 2018;
Condron et al., 2013; Kotok & Reed, 2016; Orfield & Ee, 2017).
From the Brown v. Board (1954) decision to the more recent Seattle ruling, there have
been successes and setbacks in the effort to desegregate schools occurring at the national,
regional, state, and district level. Before describing current causes and patterns of resegregation
as presented in the literature, I provide common measurements of segregation.
Measuring segregation. Those who have studied and written about school segregation
use various measures for presenting the extent to which minoritized students are a represented in
schools. Condron, Tope, Steidl, and Freeman (2013) provide an overview of four forms of
segregation which relate to how they represent the measure of racial segregation. For example,
the first form of segregation they describe is dissimilarity which refers to true segregation as it
measures the “deviation from perfect integration” (Condron et al., 2013, p. 133). Therefore,
although Condron and colleagues refer to these as “forms” of segregation, each one measures
and represents the proportion of minoritized students in a different way. Other scholars (e.g.,
Ayscue et al., 2018; Frankenberg, 2013; Goldring et al., 2006; Kotok & Reed, 2016; Orfield,
2001; Orfield & Ee, 2017; Orfield & Lee, 2005) refer to these measures as indices in their works
and for clarity, they will be referred to as measures here, as well. The four measures of
segregation are dissimilarity, introduced above, exposure to the majority group, exposure to the
minority group, and isolation (Condron, et al., 2013). Each measure is represented in at least one
study within this literature review.
As previously stated, according to Condron et al., the dissimilarity index represents true
segregation as it conveys the distribution of data regarding ethnicity/race using a number ranging
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from 0 to 1 (2013). A low dissimilarity index value indicates an even distribution of students
across schools within a district; conversely, a high dissimilarity index signifies groupings by
ethnicity/race in schools across the district (Frankenberg, 2013). Frankenberg notes the
dissimilarity index is most often used when measuring residential segregation rather than school
segregation as the index value can be misleading for districts that are comprised of a majority of
minoritized students (2013). Frankenberg’s work was the only study in this literature review to
employ the dissimilarity index as well as the only one to study the effects of residential
segregation on school segregation. Other works in this review used the more common exposure
index.
Whereas dissimilarity is used to convey the distribution of data related to ethnicity/race,
exposure can illustrate the ethnic/racial composition of schools or districts. As with the
dissimilarity index, the range of values for the exposure index is 0 to 1 (Condron et al., 2013).
However, the values of the exposure index directly relate to the proportion of one student group
to another (Condron et al., 2013; Kotok & Reed, 2016; Orfield & Ee, 2017). For example, in
Kotok and Reed’s report on segregation in metro Pennsylvania schools, the authors reported
exposure rates as the proportion of Black, Hispanic, and Asian students when compared to White
students (2016). In the 2009-2010 school year, the average exposure of Black students to White
students was 28.2% when White enrollment represented 69.88% of the student population
(Kotok and Reed, 2016). This would be represented as an exposure index value of 0.282
according to Condron et al. (2013). Orfield and Ee reported their findings as rates (2017).
Therefore, they would interpret Kotok and Reed’s finding as an exposure rate of 28.2.
Regardless whether presented as a rate, percentage, or index value, the exposure measure is a
means of expressing the proportion of ethnic/racial groups in relation to one another.
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The previous example of the exposure index showed how to represent the proportion of a
minority group to a majority group. However, the exposure index can also demonstrate the
relationship of a minority group to another minority group. In addition to reporting the exposure
rates of minoritized students to White students, in their 2017 study of patterns of resegregation in
Florida, Orfield and Ee also provided measures of minoritized students to other minoritized
groups. For example, in the 2014-2015 school year, Orfield and Ee reported an average exposure
rate to Black students of 16.9 for Hispanic students when Black enrollment represented 22.3% of
the total population (2017). Multiple studies in this literature review used the exposure index to
report instances of segregation. These studies are further described in the “Outcomes of
Segregation” section in this chapter.
The isolation index is used when measuring the exposure of one ethnic/racial group to
itself. Just one study referenced in this literature review used the isolation index specifically, and
a second study included the general concept as a way of viewing the exposure index. Ayscue et
al. (2018) employed both the exposure index and the isolation index to communicate the
concentration of ethnicities/races in schools and districts within their research area. Whereas
Ayscue et al. (2018) explicitly used the isolation index, Orfield and Lee (2005) reported the
exposure of each ethnicity/race within their study to one another and addressed the concept of
isolation within their discussion of the data. As segregation can be measured in four defined
ways as explained by Condron et al. (2013), it is important for consumers of research to
understand which measure is being used and for what purpose.
Resegregation and its effects. During the period of desegregation, there was evidence
that the Black-White achievement gap was narrowing (Ayscue et al., 2018; Orfield, 2001;
Orfield & Lee, 2005). However, the Supreme Court decisions previously discussed, Board of
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Education of Oklahoma City Public Schools v. Dowell (1991), Freeman v. Pitts (1993), and
Parents Involved in Community Schools v. Seattle School District No. 1 (2007), led to patterns of
resegregation that some have correlated with a widening of the achievement gap (Borman et al.,
2004; Condron et al., 2013; Orfield, 2001). In addition to a narrowing of the Black-White
achievement gap, the studies within this review included other benefits.
At the national level, there has been an increase in the number of non-White students
enrolled in U.S. school since the Brown v. Board decision. Orfield reported a 245% growth in the
number of Hispanics in U.S. schools from the late 1960s to the late 1990s (2001). More recently
and specific to Florida, the percentage of Hispanic students increased from just 6.5% of the
school population in 1976 to 30.9% of the population in 2014 whereas the proportion of White
students shifted from 70.1% to 40.4%; the proportion of Black students has remained relatively
constant from 22.9% to 22.3% (Orfield & Ee, 2017). Frankenberg (2013) found a similar trend at
the national level, though not as prominent. Yet the increase of minoritized populations was not
translated into increasingly diverse classrooms.
Although most studies focused on trends of resegregation over time (e.g, Ayscue et al.,
2018; Frankenberg, 2013; Goldring et al., 2006; Kotok & Reed, 2016; Orfield & Ee, 2017;
Orfield & Lee, 2005), others found relationships between various measures of ethnic/racial
segregation and student achievement scores. At the national level, Condron et al. (2013)
concluded that increases in the Black-White dissimilarity index and isolation index for Black
students resulted in increases in the Black-White achievement gap for both reading and math.
Conversely, increases in exposure of Black students to White students corresponded in
narrowing the Black-White achievement gap (Condron et al., 2013). The authors suggest their
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findings reiterate the Brown v. Board ruling that schools separated by race are inherently unequal
(Condron et al, 2013).
Borman et al. (2004) discovered similar relationships between ethnic/racial segregation
and student achievement in the state of Florida as reported at the national level. The researchers
determined at all levels of schooling (i.e., elementary, middle, and high), students in Black
segregated schools performed significantly lower in both reading and math when compared to
those in Black-White integrated schools (Borman et al., 2004). Additionally, they established
there were no significant differences between the scores of students in Black-White integrated
schools and White segregated schools (Borman et al., 2004). Although Condron et al. (2013) and
Borman et al. (2004) provided evidence regarding the Black-White achievement gap as related to
school segregation, neither included a comprehensive examination of the experiences of
Hispanic or Latino/a students. In this area, the current literature is lacking.
In addition to the correlation between segregation and student achievement, scholars have
discovered other possible effects of segregation. Before addressing other potential repercussions
of school segregation, it should be noted that segregated schools, in this case referring to
predominantly Black segregated schools, most often demonstrate a multidimensional form of
segregation in that students are segregated not only by ethnicity/race but also by socioeconomic
status (Ayscue et al., 2018; Goldring et al., 2006; Orfield & Lee, 2005). To put it quite simply,
minoritized students living in poverty, more often than not, attend school with other minoritized
students living in poverty.
A number of scholars describe the perpetuation effect in which residential ethnic/racial
and socioeconomic segregation leads to school ethnic/racial and socioeconomic segregation,
which then leads to another generation of minoritized individuals who are segregated
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residentially based on ethnicity/race and socioeconomic status (Ayscue et al., 2018; Condron et
al., 2013; Kotok & Reed, 2016; Orfield & Lee, 2005). It has been determined and ruled by the
Supreme Court that separate schools are unequal, however, policies, or lack thereof, continue to
contribute to an inequitable system.
Orfield and Ee (2017) focused on school segregation specific to the state of Florida and
reported segregation data for the 2014-2015 school year, two school years before the timeframe
for this study. The authors discovered severe segregation (90% - 99% non-White student
population) in Palm Beach County, among others, as well as apartheid segregation (99% - 100%
non-White student population) in Leon, Duval, and Orange County (Orfield & Ee, 2017). Palm
Beach, Leon, Duval, and Orange County are all represented in this current study.
The literature related to school segregation by ethnicity, race, and socioeconomic status
adds to the argument for the importance of this study. The pilot study indicated
overrepresentation of minoritized students receiving the additional hour of reading instruction as
well as an underrepresentation of diverse individuals within the reading program used to prepare
the students for the state mandated test. The Florida Department of Education determines the
students underperform on the test, they are ranked among the lowest 300 performing schools in
the state, and the cycle begins again.
Summary
Based on the results of a pilot study (Gentner, 2015), I centered this literature review on
three streams of research: extended learning time, culturally relevant curricula, and
contemporary segregation of schools. When considering literature related to extended learning
time, I used Midkiff and Cohen-Vogel’s (2015) definitions of the three dimensions in which
extended learning time may occur, time, target, and provider, and determined only those studies
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of programs occurring during the school day would be included in the literature review.
Although an exhaustive search returned a number of results related to ELT, most were in the
form of policy briefs, position statements, and non-peer-reviewed articles. There were a number
of scholarly articles focused on ELT outside the school day, but these did not meet the inclusion
criteria for the literature review.
A common limitation of ELT research is the fidelity with which programs are
implemented. Within single contexts, there were discrepancies among the extent to which
various actors complied with program guidelines. Educational leaders should take caution in
accepting results from studies in which programs were inconsistently implemented as data may
be misleading. Existing studies also indicated stakeholder concern regarding sustainability of
ELT programs should funding change. A third commonality among studies concerns attitudes of
stakeholders. The cases included in this literature review mainly focused on the feelings of
teachers and administrators. In the future, scholars may wish to consider highlighting the
opinions of students and parents as well. Just as fidelity of implementation affects the impact of
an ELT program, the degree of buy-in from teachers also influences measured student
achievement results. ELT studies within this review noted the use of pre-packaged materials
from external providers. As the purpose of this study is to determine the cultural relevancy of
ERT curricula throughout the state of Florida, I transitioned to the second stream of research:
culturally relevant curricula.
Prior to discussing the selection of literature and the current landscape of culturally
relevant curriculum specifically, I provided a brief history on the evolution of culturally relevant
education in general. Many of the articles within this review relayed the importance of students
acting as co-creators of classroom curricula. That is not to say pre-packaged materials cannot be
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culturally relevant, but studies of teachers’ practices indicated a shift from traditional texts. The
positive outcomes of employing culturally relevant curricula include: (a) increased student
engagement, (b) a sense of empowerment, (c) enhanced student achievement measures, and (d)
improved attendance rates. Researchers also noted negative outcomes such as altercations
between students of different ethnic/racial identities as a result of class discussions when using
culturally relevant materials.
There are gaps in academic literature regarding extended learning time and the use of
culturally relevant materials. This study addresses the academic community's need for research
regarding ELT programs occurring as a mandatory extension of the elementary school day. It
also contributes to the knowledge base regarding the existence, or nonexistence, of culturally
relevant curricula adopted as a result of state polices and/or district mandates and used within
schools in which the majority of the population is minoritized students.

70

CHAPTER THREE:
METHODOLOGY
The purpose of this study was to investigate Florida’s extended reading time (ERT)
policy by critically examining its socioeconomic, demographic, and geographic distributions as
well as the cultural relevance of curricular materials used by schools and districts during the
2016-2017 school year.
Research Question
The guiding research question is: How is Florida’s ERT policy enacted in recognition of
ethnic, socioeconomic, and geographic diversity? The sub-questions are:
•

How is ERT distributed demographically, by socioeconomic status, and geographically?

•

To what extent are core reading program materials used in low 300 schools representative
of the tenets of culturally relevant education?

To address these questions, I used the multimethodological, multperspectival approach – the
bricolage.
Bricolage and the Bricoleur
Symonds and Gorard (2010) warn against the misconception that one must adhere strictly
to one of three methods of research: qualitative, quantitative, and mixed methods. For instance,
qualitative methodologies do not dismiss the use of quantitative methods since methodology is
primarily guided by the philosophical and “theoretical perspective that links a research problem
with a particular method or methods” (Hesse-Biber, 2010, p. 456). Lubienski and Lee (2016)
detailed the need for innovative methodological practices when examining context dependent
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education policies, a category into which Florida’s ERT mandate certainly falls. Therefore, I
determined the need to employ a flexible, yet rigorous methodology capable of addressing the
research question within varying contexts.
The bricoleur was originally described by Claude Levi-Strauss (1966) as one who works
with his hands and as a Jack of all trades; he/she uses “devious means” and “performs a large
number of diverse tasks” (p. 11). Since then, the characterization of the bricoleur has shifted.
Levi-Strauss (1966) proposed the bricoleur to be confined by the tools at hand and portrayed
him/her as less skilled than the engineer who strives to reach beyond the confines of imposed
upon him. More recently, however, a number of scholars depict the bricoleur as piecing together
and inventing new tools based on research questions and contexts (Denzin & Lincoln; 1998;
Kincheloe, 2001; Kincheloe, 2005; Nelson et al., 1992).
Indeed, the bricoleur is more than a handyman (Lincoln, 2001), or handywoman in this
case. Today’s bricoleur, like the one described by Levi-Strauss (1966), is reflective and draws on
past experiences and personal histories to inform actions (Berry, 2011; Denzin & Lincoln, 1998;
Kincheloe, 2005; Sharp, 2019). Two distinct events led me to piece together the methodology for
this research. The first occurred as I was teaching students in one of Florida’s ERT schools. As
we were working through the district mandated texts, Travis, a fifth-grade, African American
student asked me, “Why we gotta read ‘bout all these old White dudes?” Although I was well
within my doctoral coursework in which there was considerable focus on issues related to social
justice in the education system, I realized I had not applied my coursework to my everyday lived
experiences in the classroom.
During the same school year that Travis opened my eyes to the potential bias within the
district required ERT reading materials, I attended the session, “Mapping Possibilities for School
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Reform and Social Justice” at the UCEA annual convention in Washington D.C. It was in this
session that I learned of researchers using GIS as a critical methodology. I could not tell you now
why I chose to attend that particular session out of all that were available. I have always loved
maps. My father drove a tractor trailor when I was younger; he always had a large RandMcNally atlas in his truck. Each Christmas, we drove from Florida to Pennsylvania to visit my
grandparents. During the 22-hour trip, I studied the atlas, looking at each state, finding
interesting city names, tracing out Route 66, and more. Leaving that session at UCEA, I felt
inspired and encouraged to further explore issues of social justice using maps and critical GIS.
The bricolage certainly entails the use of multiple methods (Berry, 2011; Kincheloe,
2001; Kincheloe, 2005; Sharp, 2019) as each methodology privileges certain histories over
others and one cannot be trusted more than another (Nelson et al., 1992). Single methodologies,
whether qualitative or quantitative, are often reductionist in nature (Berry, 2011; Kincheloe,
2001; Kincheloe, 2005; Sharp, 2019) and, therefore, use of multiple methods contributes to an
understanding of the totality of phenomena.
Working across a variety of paradigms positions the bricoleur to be able to compare
privileged and marginalized perspectives (Kincheloe, 2001). The bricoleur does not combine
paradigms (Denzin & Lincoln, 1998). Instead, she performs analysis considering various
perspectives to produce a more fully developed interpretation of the phenomena studied
(Kincheloe, 2005; Rogers, 2012; Sharp, 2019). This movement among perspectives and the
synthesis of information it generates is one differentiation between the bricolage and mixed
methods.
According to Berry (2011) and Rogers (2012), all bricolage is grounded in critical
theory. Berry (2011) further states that the political bricolage described by Kincheloe (2005)
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should permeate all research. Kincheloe describes the bricoleur as understanding and
acknowledging that all research is a form of power and to conduct research is an act of power
(Kincheloe, 2005). As a result of this power, all research has political implications (Berry, 2011;
Kincheloe, 2005).
Within the political bricolage, the researcher strives to document how various forms of
power have led to normative foundations and proceeds to question those foundations with a
critical lens (Kincheloe, 2005). The political background for this study and the foundation of the
mandate were outlined in the first chapter. I sought to explore this foundation through questions
of race, culture, and socioeconomic status using multiple methods from varying perspectives.
By engaging in research as a bricoleur, I accepted the task of including myself within the
research. From inception of the bricoleur, personal reflection and exposure have been integral in
the research process. Levi-Strauss (1966) explained that the choice of tools used reveals the
personality of the bricoleur. Nearly 50 years later, Berry (2011) echoed this sentiment and added
the need to make the personal political with bricolage.
As I present the methods, data, and conclusions drawn, I aim to clarify my perspective of
the phenomena studied with other perspectives as suggested by Kincheloe (2005). Specifically, I
juxtapose my position against the normative, neo-liberal explanations and implementations of
Florida statute 1011.62. Adhering to the guidelines provided by Kincheloe (2005), I use this
juxtaposition and synthesis of perspectives to present a means for practitioners and political
leaders to resist the oppressive power of the studied mandate.
Units of analysis
Whereas the use of qualitative methods is often employed to illustrate quantitative results
(Hesse-Biber, 2010), acting as bricoluer, I repurposed the traditional quantitative spatial analysis
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to provide a context for the critical content analysis of ERT curricula. First, to determine the
units of analysis for this study, I used the technique of nested research design as described by
Lieberman (2005) and further explored by Harrits (2011); Teddlie and Yu (2007); and Yin
(2006). Although nesting may occur in either direction, nested design for selection of units of
analysis, or sequential mixed methods sampling, most often begins with quantitative techniques
on a large sample (Harrits 2011; Lieberman, 2005; Teddlie & Yu, 2007; Yin, 2006). The benefits
of using a nested design to select units of analysis include increased quality and depth of research
(Harrits, 2011; Lieberman, 2005) as well as the ability to address research questions at multiple
levels (Teddlie & Yu, 2007). Due to the nature of my study and research questions focused on
varying aspects of place with regards to policy distribution, I used nested design to identify cases
as units of analysis for each level.
Methods and Procedures
Research Samples
The nature of this study and the intent to develop a deeper understanding of Florida’s
ERT policy and implementation led me to employ purposive, also referred to as purposeful,
sampling techniques. Multiple scholars in the field of qualitative inquiry provide rationale for the
use of nonrandom sampling methods. For example, Kuzel (1999) and Patton (1990) argue
random sampling is often inappropriate in most qualitative cases due to small units of analysis.
The purpose of most quantitative research is generalizability, for which random sampling is
needed, whereas purposive sampling allows for the selection of information rich cases needed to
expose and deepen the understanding of the lived experiences of others (Kuzel, 1999; Patton,
1990).
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Hesse-Biber (2010) adds to this point of view by describing how multiple methods may
provide researchers with the opportunity to generalize results gained from quantitative methods
as used within qualitative framework which supports the larger goal of increasing awareness
around the research topic. The use of multiple sampling techniques is recommended when there
are multiple units of analysis (Teddlie & Yu, 2007).
Place sample. The population for this study included public elementary schools within
the state of Florida during the 2016-2017 school year. I excluded newly established public
elementary schools in the population because they did not produce achievement gains.
Achievement gains are one component of the formula used to rank Florida elementary schools
for the purpose of identifying the 300 lowest performing. Since new schools do not have
achievement gains, they would not qualify to be included among the 300 lowest performing
schools.
To calculate the scores used to rank Florida elementary schools, the English-Language
Arts achievement score was added to the English-Language Arts learning gains. Based on these
scores, elementary schools were ranked from lowest to highest. For the 2016-2017 school year,
these scores of schools among the lowest performing 300 in the state ranged from 37 to 87.
Overall, the sum of achievement scores and learning gains ranged from 37 to 181. Figure 3.1
displays a normal curve and the distribution of the sums of scores for all 2110 elementary
schools within the initial place sample. The skewness of the calculated distribution was minimal
at -0.046 whereas the kurtosis was -0.505 indicating a very slight platykurtic distribution
(Lomax, 2000). Both the skewness and kurtosis values are within limits to describe the
distribution of sums of scores as normal.
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Figure 3.1. Distribution of the sums of FSA Reading Achievement scores and learning gains.
The sums of scores was used rank and identify elementary schools among the lowest performing
in the state.

I identified the initial place sample using a criterion sampling strategy, which is a type of
purposive sampling technique. I began with a preliminary analysis of the population from which
I gathered information to support the next step of the case selection process. The first step of the
nested analysis process, as explained by Lieberman (2005) and Harrits (2011), begins with a
statistical test of a defined model. Using descriptive statistics (Coladarci et al., 2011), I
characterized each of Florida’s 67 school districts based on total student population and the
percent of the population represented by minoritized students (MS) and those receiving free and
reduced lunch (FRL). I provided the same data for each county in which students attended
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schools listed among the lowest 300 in the state. I used statistical analysis software (SAS) to
generate measures of central tendency for each variable at the state level. From this data, I
calculated the Pearson product-moment coefficient of correlation, or Pearson r, to determine if a
relationship existed between MS and/or FRL and scores used to determine inclusion on the list of
the 300 lowest performing elementary schools in Florida (SCORE). Correlation coefficients were
calculated together and partialled. By partialling the data, I was able to determine the correlation
between two variables while eliminating the effects of other identified variables (Wright &
London, 2009).
Had it been determined that there was no relationship between MS and/or FRL and the
calculated scores, it would not have been purposeful to continue this study. However, as detailed
in Chapter 4, there was a significant negative correlation between the percentage of minoritized
students and calculated scores as well as the percentage of students receiving free and reduced
lunch and calculated scores when considered together and when partialled.
Because there was a significant negative correlation between both independent variables
(MS and FRL) and calculated scores used to determine inclusion on the list of the 300 lowest
performing elementary schools at the state level, I then calculated Pearson r at the state level for
districts with low 300 schools. As further explained in Chapter 4, the results indicated a stronger
negative relationship when considering only the districts with schools in the low 300 than when
including all districts at the state level.
Next, I considered each of the 37 districts with low 300 schools. As the impetus for this
study came from my personal work with minoritized students in a school on the low 300 list and
my pilot study in which I discovered the lack of culturally relevant curricula for those students, I
decided to further narrow the sample from 37 districts to those meeting the following criteria:
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1. no outliers for SCORE;
2. statistically significant correlation between the independent variables, MS and
FRL, and SCORE at p < 0.0001; and
3. when predicting SCORE from MS and FRL, MS was stronger in predictive power
(Frey, 2018) with p < 0.0001.
Eight school districts met these requirements: Duval, Escambia, Lee, Leon, Martin, Orange,
Palm Beach, and Volusia. These districts, with a total of 109 low 300 schools within them,
served as the place sample. Figure 3.2 represents the sampling design for this portion of the
study. Figure 3.3 displays a map in which each of the counties included in the place sample are
highlighted and labeled.

Population

All public elementary
schools in the state of
Florida

Criterion sampling

Place Sample

Figure 3.2. Sampling Design for Place Unit of Analysis.
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Figure 3.3. County Map of Florida Highlighting the Eight Counties Included in the Place
Sample.
Curriculum sample. To identify the core reading program materials used by each
district named in this study, I contacted the Executive Assistant for Just Read, Florida! within the
Division of Public Schools of the Florida Department of Education. I requested the reading plans
for each Florida district for the 2016-2017 school year. The reading plans included, among other
information, the names of curricular materials used for general reading instruction.
Random sampling is an accepted sampling process within the field of content analysis
(Krippendorf, 2004). When feasible within literacy research, Vellutino and Schatschneider
(2011) recommend the use of random sampling as it provides the researcher the ability to
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generalize to the larger population. “Probability samples are the gold standard of social science
methods, including content analysis” and allows for researchers to make inferences about a
population without examining every unit within it (Lacy et al., 2015, p. 793). Although random
sampling is more frequently used in quantitative content analysis than in qualitative content
analysis and scholars, such as White and Marsh (2006), argue against the use of probability
sampling for qualitative studies in favor of purposive sampling, the large population of texts as
well as the intended outcome of informing future practices at the district and state level
compelled my use of probability sampling for the initial unit of analysis.
Table 3.1 provides the names of curricular reading materials used by each county and the
number of fiction, nonfiction, poetry, and drama texts within each set of materials for each grade
level. Only curricular materials used in grades three through five were included in the population
of curricular texts because only those grades are assessed by the FSA which determines the
schools identified as the lowest-performing. There were 1,343 total texts within the curricular
materials population. Table 3.2 provides a breakdown of the number of texts in each genre per
grade level.
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Table 3.1
Contents of Core Reading Curricular Materials by Genre per Grade Level for Each District in
Place Sample
Core Reading Curricular
County
Materials
Grade Fiction Nonfiction Poetry Drama
3
18
28
5
2
Duval
Duval Reads
4
10
50
15
1
5
3
74
2
2
3
22
32
8
1
Escambia
Reading Wonders*
4
22
30
12
1
5
20
33
9
1
3
22
33
25
2
Lee
Pearson Reading Street
4
15
41
25
2
5
19
32
24
4
3
22
32
8
1
Leon
Reading Wonders*
4
22
30
12
1
5
20
33
9
1
3
32
42
4
3
Martin
Ready LAFS
4
36
47
11
10
5
27
64
9
7
3
17
27
4
3
Orange
Journeys
4
11
31
18
4
5
15
24
14
5
3
4
2
0
0
Palm
Scholastic Mentor Texts
4
3
3
0
0
Beach
5
3
3
0
0
3
21
44
8
1
Volusia
Treasures
4
24
40
5
0
5
24
41
6
1
Note. Both Escambia County and Leon county use the Reading Wonders series. When
calculating the total number of texts and sampling the population of texts, the Reading Wonders
series was only counted once.
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Table 3.2
Number of Texts Represented in Each Genre per Grade Level Across All Districts in the Place
Sample
3rd Grade Fiction Nonfiction Poetry Drama Total
136
215
54
12
410
4th Grade Fiction Nonfiction Poetry Drama
121
228
86
18
460
5th Grade Fiction Nonfiction Poetry Drama
111
278
64
20
473
Total
368
721
204
50
1,343
Note. As previously stated, both Escambia County and Leon county use the Reading Wonders
series which was only counted once for totals reported in this table.

Data Collection
Place
The National Center for Geographic Information and Analysis (NCGIA) identifies GIS as
a technology used within geographic information sciences (http://www.ncgia.ucsb.edu).
Schuurman (1999) provides a detailed historical account of the academic debate related to
naming GIS as a tool versus its establishment as a science. Although Schuurman concluded that
GIS was in fact a science and cited the origination of the International Journal for Geographic
Sciences as evidence, recent scholars continue to refer to GIS as geographic information systems
(Bailey & Schick, 2009; Hong, 2016; Pacheco & Velez, 2009; Pavlovskaya, 2006; Rodríguez et
al., 2016).
Drawing on the work of researchers such as Matlock et al. (2014), Vasan et al. (2015),
and Wei et al. (2018), who have used GIS within a critical framework to investigate the possible
impacts of student poverty, ethnicity/race, and place on student achievement data, I employed
data collection methods from a variety of resources. I obtained neighborhood geographic
information based on school attendance boundaries from the School Attendance Boundary
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Survey provided by the National Center for Education Statistics. This dataset was downloaded
from the Florida Geographic Data Library (www.fgdl.org). Student demographics and student
achievement data were obtained through the Department of Accountability and Reporting of the
Florida Department of Education.
Curriculum
Beach et al. (2009) and Krippendorff (2004) recommend researchers develop and adapt
analytical techniques aligned with their research questions. As such, although some scholars
choose to separate the use of quantitative and qualitative content analysis (e.g., Hoffman et al.,
2011; Neuendorf, 2017), in keeping with the characteristics of the bricolage and a critical
framework, I employed both as complements of one another to deepen the exploration of
Florida’s ERT practices.
Altheide compared the use of quantitative and ethnographic content analysis in general
and data collection procedures specifically concluding “structured protocols used alone hide
critical questions and issues which may become apparent only later” (1987, p. 74). Other
scholars have further contrasted the two methods defining quantitative content analysis is a
method of data collection and qualitative content analysis is a method of data analysis (Mayring,
2014; Schreier, 2013; White & Marsh, 2006). As is typical in studies using qualitative content
analysis, data collection and data analysis evolve together in an iterative process (Altheide, 1987;
Kohlbacher, 2006; Mayring, 2014; White & Marsh, 2006). Therefore, data collection methods
for this study will be further explained in the data analysis section that follows.
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Data Analysis
Place
Referring to my research question, how is ERT distributed geographically, demographically, and
by socioeconomic status, I determined the need to utilize GIS technology as it permitted me to
create a visual in which I and others could see patterns within the data that might not have been
visible using non-spatial analysis. GIS technology and spatial analysis allow researchers to
model and support with data relationships that may seem apparent when viewing a map of
information (Getis, 2010; Pimpler, 2017; Scott & Janikas, 2010). I selected two spatial analysis
approaches to determine the distribution of the ERT policy.
First, I sought to determine if the ERT policy, in the form of schools among the 300
lowest performing in the state, was randomly distributed within each of the counties in the place
sample or if there was an identifiable pattern within the location of schools. To perform this task,
I employed ArcGIS 10.6 software including ArcMap, ArcToolbox, and ArcCatalog. There are a
number of tools available to detect spatial autocorrelation; each are selected and used based on
the researcher’s purpose (Getis, 2010; Scott & Janikas, 2010). Getis (2010) lists more than ten
uses of the concept of spatial autocorrelation, two of which fit the nature of this study. The
concept of spatial autocorrelation can be used as “a means of identifying spatial clusters” and as
“a test on hypotheses about spatial relationships” (Getis, 2010, p. 258). Prior to identifying the
locations of clusters of schools impacted by the ERT policy, I first had to establish if clustering
indeed existed.
In testing for spatial autocorrelation, the null hypothesis is that the feature of interest is
randomly dispersed within an area (Getis, 2010; Pimpler, 2017). I selected Moran’s I statistic for
this step as it is a robust measure, used in a variety of situations, and is relatively simple to
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illustrate (Getis, 2010). As one goal of this work was to influence policy change and inform
others of social injustices should they be identified, I determined this measure to be the most
useful. Moran’s I is a global indicator of spatial autocorrelation. That is, it simply informs the
research whether features are randomly dispersed or clustered (Getis, 2010; Pimpler, 2017).
However, if clustering is present, it does not reveal where the clustering occurs.
To identify the locations of clusters of features, I used local indicators of spatial analysis
(LISA) (Getis, 2010; Scott & Janikas, 2010). After completing spatial autocorrelation analysis
using Moran’s I, I used LISA to identify spatial clusters of schools among the 300 lowest
performing in the state within each district in the place sample. The LISA statistics were
represented on county maps as areas in which high values of a feature, in this case identification
as a school among the 300 lowest performing in the state, were clustered together and areas in
which low values of a feature, in this case identification as a non-low 300 school, were clustered
together. The final maps also included areas in which there were no significant relationships as
well as outliers, such as a low 300 school nested within a cluster of non-low 300 schools.
Prior to conducting statistical analysis, I first had to create maps using the collected data.
The first step was mapping Florida’s roads. I added the TIGER/Line data for roads in Florida
from the U.S. Census Bureau using ArcGIS 10.6 software. Like the school attendance
boundaries, this data was attained from the Florida Geographic Data Library. Once the roads
were added to the map, I created a selection by querying the attribute table for the county of
interest. From this selection, I created a new map layer and renamed it to match the district being
analyzed. I used this layer to create an address locator in ArcToolbox.
For each county, I created a data table that included the following for each school in the
place sample: name, ethnicity/race of students, sum FSA achievement and learning gain, low 300
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status, street address, and zip code. Next, I used the address locator to geocode the address and
zip code information from the data table to plot each school on the map. After mapping the
schools, I performed a cluster and outlier analysis of the schools based on their status as a low
300 school. I created maps in which the percentage of the student body identified as White was
represented along a gradient (Bivand, 2010) along with the cluster/outlier analysis (Scott &
Janikas, 2010) and status as a low 300 school. Figure 3.4 is an example of such a map which will
be further discussed in Chapter 4.

Figure 3.4. Example of map created for the purpose of identifying clusters of schools among the
lowest 300 in the state of Florida.
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Curriculum
According to Lasswell (1948) analysis of the act of communication can be described as
answering five distinct questions: Who?; Says what?; In which channel?; To whom?; With what
effect? Content analysis answers the second of these questions. Weber (1990) expands on
Krippendorf’s basic definition of content analysis as “a research technique for making replicable
and valid inferences from data to their context” (1980, p. 21) by specifically addressing the
requirement of using a set of procedures to investigate the symbolic meanings within messages.
The purpose of using content analysis in this study was to address the research question: To what
extent are curricular materials used in schools identified among the 300 lowest performing in the
state representative of the tenets of culturally relevant education?
More specifically, this content analysis will serve to investigate explicit and symbolic
meanings within messages as they relate to cultural relevance, historically marginalized
populations, and those living in poverty. In texts written for the purpose of outlining appropriate
procedures and considerations for content analysis, numerous scholars cite the importance of
considering context in light of the content studied (Jick, 1979; Kohlbacher, 2006; Krippendorf,
1980; Mayring, 2014; Schreier, 2013; White & Marsh, 2006). Researchers using content analysis
as a methodology have heeded this advice and provided explanations of how context is reflected
in the use of content analysis (e.g., Beach et al., 2009; Sano, 2009; Taxel, 1984; Wade, 1993).
In keeping with my role as bricoleur I developed a procedure for content analysis that
draws on the complementary nature of qualitative and quantitative methods (Jick, 1979;
Kohlbacher, 2006; Kracauer, 1953; Schreier, 2013). Although there are distinctions between the
two methods, Schreier explains “there is no sharp dividing line between qualitative and
quantitative content analysis” (2013, p. 173). Figure 3.5 outlines the basic steps of content
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analysis used in this study as derived from the procedures described by Hsieh and Shannon
(2005), Mayring (2014), Schreier (2013), and White and Marsh (2006).

Figure 3.5. Steps for content analysis.
* Outline of the 8-step content analysis process adapted from Mayring (2014) and Schreier
(2013). The curved arrow indicates the iterative nature of the process. The coding frame will be
evaluated and revised as needed based on the alignment of the frame to the content.
Each step in the content analysis process includes sub-steps further elaborated in
following sections. The establishment of research questions is found in chapter one. As
previously noted, the specific question to be addressed using content analysis is: To what extent
are curricular materials used in schools identified among the 300 lowest performing in the state
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representative of the tenets of culturally relevant education? Selection of material is discussed in
the Research Samples and Data Collection sections of this chapter. Therefore, the following
explanation of the content analysis process will begin with Step 3, creating the coding frame.
Selection of materials. Table 3.3 displays the number of core reading curriculum texts
used within each district as reported by the districts to the Florida Department of Education.
Palm Beach County varied from the other districts in the study in two important ways. First, the
number of texts within the core reading programs of the other districts ranged from 173-292,
whereas there were only 18 texts within Scholastic Mentor Texts, the core reading program
reported by Palm Beach County to the Florida Department of Education. Second, along with
Duval County, Palm Beach County texts were not part of a basal reader, defined in chapter one
as the student anthology of text collections, but rather a set of picture tradebooks.
To select texts to be used as the coding frame for the study sample, I used the random
number generator function in Microsoft Excel. For each county, I generated a list of numbers
representative of ten percent of the total texts in the curricular materials. I recorded the titles of
each text from third to fifth grade by genre. Then, I labeled each number with the corresponding
text from the population. For example, 122 was the first random number generated for Duval
County. The number 122 corresponds with the 92nd nonfiction text in the collection which is a 5th
grade text titled “Live Online Interview with Eve Nilson.”
Appendix A lists the texts used to develop the coding frame for this study.
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Table 3.3
Number of Texts Represented by Genre in Each County of the Place Sample
Fiction Nonfiction Poetry Drama Total
10% Starting
Sample
Duval
31
152
22
5
210
21
Escambia
64
95
29
3
191
19
and Leon*
Lee
56
106
74
8
244
24
Martin
95
153
24
20
292
29
Orange
43
82
36
12
173
17
Palm Beach*
10
8
0
0
18
5
Volusia
69
125
20
2
216
22
Note. As previously stated, both Escambia County and Leon county use the Reading Wonders
series which was only counted once for totals reported in this table. Due to the low number of
texts reportedly used by Palm Beach County, I chose to increase the number of texts for the
starting sample from 10 to 30 percent of the collection.
Coding frame. Whether referred to as the coding frame (Mayring, 2014; Schreier, 2013;)
or coding scheme (Hsieh & Shannon, 2003; Weber, 1990; White & Marsh, 2006), the protocol
used for categorizing data is an integral component of content analysis. For the purposes of
increased clarity and consistency, I use the term coding frame to refer to the “translation device
that organizes data into categories… [and] includes the processes and rules of data analysis”
(Hsieh & Shannon, 2003, p. 1285). Figure 3.6 illustrates the process I used to create the coding
frame for this study.
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Figure 3.6. Steps for creating the coding frame.
* The process of creating a coding frame is based on the recommendations of Hsieh and
Shannon (2005), Mayring (2014), and Schreier (2013).
Structuring and generating. The first step of creating the coding frame for this study was
structuring the main categories. According to Schreier (2013), the entire coding frame is
multidimensional, but main categories within the coding frame should be unidimensional. That
is, they should align with only one concept of the material being analyzed. Schreier (2013)
advised using a concept-driven approach when structuring main categories. This approach
corresponds with Hsieh and Shannon’s (2005) description of creating a coding frame using
directed content analysis as well as Mayring’s (2014) explanation of deductive category
formation.
Drawing from research conducted on culturally relevant educational practices by a
number of scholars in the field, I identified four main categories which I used to begin the
process of structuring the coding frame. Multiple authors agree culturally relevant texts should
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feature characters from the non-dominant culture (Aronson & Laughter, 2016; Brooks, 2006; Bui
& Fagan, 2013; Clark, 2017; Fairbanks et al., 2018; Grice & Vaughn, 1992; Hefflin, 2002;
Ladson-Billings, 1992a, 1992b; May et al., 2014; Osborne, 1996; Ullucci, 2011) and include
authentic representations of their native languages (Aronson & Laughter, 2016; Brooks, 2006;
Bui & Fagan, 2013; Fairbanks et al., 2018; Hefflin, 2002; Landt, 2006; May et al., 2014;
Morrison et al., 2008; Osborne, 1996; Willis, 1995). Therefore, two of the main categories are
character ethnicity/race and character language.
A third indicator of culturally relevant texts is being authored by someone whose culture
is represented within the text (Brooks, 2006; Clark, 2017; Grice & Vaughn, 1992; LadsonBillings, 1992a, 1992b; Morrison et al., 2008). That is not to say that those from outside a culture
could not write a culturally relevant text. Rochman (2003), who grew up in South Africa, asserts
isolating authors to write only within their gender, ethnic, racial, and/or cultural group is
reminiscent of the apartheid of her youth. However, I considered the author ethnicity/race as a
component of the content analysis as Rochman (2003) also suggests those who write outside
their cultures should conduct research to ensure cultural authenticity.
I determined the ethnicity/race of authors and illustrators via the following three-step
process. First, I consulted the “About the Author” and “About the Illustrator” sections in the
basal readers for those text selections in which they were included. In some cases, the publisher
provided the author or illustrator’s race or ethnicity as part of the biographical sketch. Often
these brief biographies also included photographs of the individuals. If the publisher did not
include sufficient information to determine the ethnicity/race of the author or illustrator, I
conducted a simple Google search to find personal websites and/or biographical information
from credible sources. If I still could not find information regarding an individual’s ethnicity or
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race, I accessed the University of Wisconsin’s Cooperative Children’s Book Center for
additional biographical information. If, after employing the above methods, I was still unable to
determine the ethnicity or race of the author or illustrator, I applied the “Unknown” code for
ethnicity/race.
For characters in nonfiction texts, the process of identifying an individual’s ethnicity/race
was similar. First, I searched the text selection for identification by the author. If ethnicity/race
was not identifiable using only the text, I used a simple Google search as the characters in these
texts were real people. For fictional characters, I relied on the portrayal by the author and
illustrator to determine the code to be applied for ethnicity/race.
Finally, a small group of scholars referenced the inclusion of values of the represented
culture as characteristic of culturally relevant texts (Bell & Clark, 1998; Brooks, 2006; Grice &
Vaughn, 1992; Willis, 1995). The main category of cultural values could encompass
sociocultural themes as identified by Bell and Clark (1998) such as respect for elders and
preference for group play over independent play. However, as outlined in Figure 3.4, the
subcategories were created upon the initial reading of the texts and is further described in the
next section.
Similar to the requirement of unidimensionality for main categories, Schreier (2013) and
White and Marsh (2006) name the requirement of mutual exclusivity for subcategories. Although
they do not refer to this quality as mutual exclusivity, Mayring (2014) and Hsieh and Shannon
(2005) agree subcategories within a main category should be named and defined in such a way
so a unit may only be coded one time within the main category. Stated another way, a unit may
not be coded in more than one subcategory of any given main category.

94

Again, drawing from the work of Hsieh and Shannon (2005), Mayring (2014), Schreier
(2013), and White and Marsh (2006), I developed the following procedure for establishing the
subcategories of the coding frame. I began building the coding frame by reading the content line
by line until I encountered a concept relevant to the research questions. I then determined if the
concept aligned with one of the established main categories. If so, I created a subcategory or
placed it within an established subcategory if it existed. When a concept did not fit into one of
the four pre-established main categories, I recorded a new category and accompanying
subcategory. In addition to the four main categories previously described, I created the following
main categories during the development of the coding frame: author gender, illustrator gender,
illustrator ethnicity/race, unknown author, character gender, character trait, main topic, setting
(place), setting (time), and theme.
Next, I continued reading until another relevant concept was met. Again, I referenced the
existing categories. If a concept matched one of the subcategories, I mentally subsumed its
inclusion and continued reading (Mayring, 2014; Schreier, 2013). When a new category was
needed, whether it was a main category or subcategory, I established and recorded it before
continuing to read. Schreier (2013) suggests continuing the generating process until saturation or
no additional categories are needed. Mayring (2014) quantifies this as between ten and fifty
percent of the text sample. In this situation, saturation was reached at 10% of the sample.
During the generating phase of the establishing the coding frame, I also named, defined,
and provided examples of each subcategory. Hsieh and Shannon (2005) and Schreier (2013)
recommend defining categories and providing examples after establishing the coding frame.
Mayring (2014) includes creating category definitions as part of the coding frame process. As a
means of meeting the requirement of mutual exclusivity, I recorded definitions for each category
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as it was established and revised definitions as needed as Mayring (2014) proposed. Although I
defined categories as I build the coding frame, I provided examples, or anchor samples
(Mayring, 2014), after the frame was complete. Schreier (2013) suggests using just one or two
positive examples of each subcategory to keep the coding frame at a reasonable length. Because
the number of examples will be limited, I wanted to select the most unambiguous units of text to
represent each category. Therefore, I selected examples upon completing the coding frame.
The final component of the generating phase of establishing the coding frame is to
provide decision rules for whether or not data meets the requirement of a subcategory (Mayring,
2014, Schreier 2013; White & Marsh, 2006). Both Mayring (2014) and Schreier (2013)
recommend this step only for those subcategories in which there is the possibility of confusion or
overlap. As I built the coding frame, I determined if decision rules were necessary for any
subcategory. I concluded that decision rules were necessary for cooperation and community
which were subcategories of the main category theme. The final coding frame is outlined in
Appendix B.
Pilot phase. A number of scholars recommend piloting the coding frame prior to
analyzing the full sample (Kohlbacher, 2006; Mayring, 2014; Schreier, 2013; Weber, 1990).
Others propose a constant comparative method (Glaser, 1965) throughout the coding process
(Altheide, 1987; Hsieh & Shannon, 2005; White & Marsh, 2006). Specifically, Mayring (2014)
suggests a pilot loop in which the coding frame is analyzed as the initial sample of text is coded.
Schreier (2013) acknowledges the importance of selecting a sample of text in which the majority
of the coding frame can be tested. Therefore, just as I included texts from each set of curricular
materials used within the named districts of this study to create the coding frame, I also included
texts from each set of materials for the initial sample. I then applied the coding frame in two
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rounds with the second round following the first by 10 days as recommended by Schreier (2013)
when analysis is conducted by only one researcher/coder.
I evaluated the coding frame based on consistency of category and subcategory
assignments. There was no overlap between and/or among subcategories, indicating the
requirement of mutual exclusivity was met. Therefore, I was not required to modify definitions
or decision rules to provide clarity (Schreier, 2013). The second criterion, category validity,
indicates the extent to which the categories sufficiently represent the content. Schreier (2013)
recommends constructing a frequency distribution for the subcategories of each main category
and observing the number of units coded in residual categories compared to those named and
defined. High frequencies within residual categories indicate low validity and a need to revise
categories. As a result of evaluating the frequency table, I combined subcategories of individual
states and countries around the world to regions of the United States and continents respectively.
Similarly, I merged the subcategories for setting (time) from individual decades to half centuries.
During the pilot phase of applying the coding frame, I discovered that many of the
nonfiction science tests did not address the research question: To what extent are curricular
materials used in schools identified among the 300 lowest performing in the state representative
of the tenets of culturally relevant education? These texts were procedural in nature and/or
presented scientific data or information. However, when the author and/or illustrator of these
types of texts were identified, I chose to include them within the analysis as minoritized students
may be able to see themselves (or not see themselves as the case may be) represented by those
individuals. This type of criterion sampling was employed to ensure that those texts with the
most importance to the study would be included within the final analysis.
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Main analysis phase. The main analysis followed the initial pilot phase as there was not
a need for significant revisions of the coding frame and thus a secondary pilot phase. The first
step in this phase was to divide the remaining material into coding units (Mayring, 2014;
Schreier, 2013; White & Marsh, 2006). I defined a coding unit as an individual text selection in
which the research question could be addressed. 50% of the criterion sample was randomly
sampled for the main analysis phase (see Appendix C). Table 3.4 displays the total number of
texts within each district’s reading materials, the number eliminated due to misalignment with
the purpose of this research, the number of texts available in the criterion sample, and 50% of
those texts which were used for the main analysis. Units were coded using the coding frame,
definitions and decision rules, developed and piloted in previous phases (Mayring, 2014;
Schreier, 2013). I identified themes and patterns within the curricular materials and determined
the extent to which they were representative of the tenants of cultural relevancy which is further
discussed in subsequent chapters.
Table 3.4
Breakdown of Total Number of Texts, Eliminated Texts, Criterion Sample, and Number of Texts
Used in Main Analysis
County
Total Number Number of Texts Number of Texts in 50% of
of Texts
Eliminated
Criterion Sample
Criterion
Sample (Main
Analysis)
Duval
210
32
178
89
Escambia/Leon 191
24
167
84
Lee
244
24
220
110
Martin
292
80
212
106
Orange
173
15
158
79
Palm Beach
18
0
18
9
Volusia
215
49
166
83
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Quality of the Research
Scholars present tendentious descriptions of that which qualifies as “rigorous” based on
the type of research conducted. For instance, a rigorous quantitative study may be described as
objective, systematic, controlled, reliable, and valid (Hoy, 2010; Singh, 2007). In some instances,
qualitative research is similarly characterized as rigorous as researchers seek to triangulate data
(Denzin & Lincoln, 1994), create replicable studies (Rose, 2012), and use techniques such as
member checking (Lichtman, 2013). According to Kincheloe, rigorous research entails
connecting that which is being studied to the multiple contexts in which it is found as well as
acknowledging the value of human experiences (including those of the researcher) in making
meaning (2005).
As I employ both quantitative and qualitative methods in this study, I must address the
issue of trustworthiness from both paradigms. With respect to the quantitative nature of GIS and
its use for analyzing place, the secondary data obtained through the US Census, Florida
Geographic Data Library, and the Florida Department of Education may be described as valid as
the data accurately represents the intended target of the study (Steinberg & Steinberg, 2005).
For those aspects of the study which are qualitative in nature, I apply the terms aligned
with naturalistic inquiry as described by Guba (1981), which were adopted and expounded upon
by some (Barbour, 2013; Hsieh & Shannon, 2005; Shenton, 2004; White & Marsh, 2006) and
challenged by others (Angen, 2000; Cho & Trent, 2006; Seale, 1999). Guba (1981) named four
criteria for establishing trustworthiness within the naturalistic paradigm, each aligning with a
criterion from the rationalistic approach. As this study lies within the interpretivist tradition,
validity in the various forms described in the following sections should be evaluated as
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confidence rather than certainty. The following sections supply descriptions of each of criterion
identified by Guba (1981) and the means to be used to ensure trustworthiness is established.
As with other criteria Guba (1981) names as necessary characteristics to establish
trustworthiness, credibility stems from a quantitative attribute, specifically internal validity.
Within the rationalistic paradigm, internal validity refers to the extent to which the data reflects
the intended measure of the study (Guba, 1981; Hsieh & Shannon, 2005; Shenton, 2004). More
precisely, internal validity is established by demonstrating a high plausibility of an alternative
hypothesis (Guba, 1981), which is the proposed approach for establishing validity within the
place analysis component of this study (Matlock et al., 2014).
Cho and Trent (2006) refer to Guba’s description of credibility as “transactional validity”
(p. 320) and, though they do not reject it entirely, offer a second type of validity transformational validity. “Transformational validity in qualitative research (is) a progressive,
emancipatory process leading toward social change” (Cho & Trent, 2006, pp. 321-322). As the
results of this study, as evidenced through methodological triangulation, suggest a social
injustice occurring in Florida elementary schools, I am compelled to advocate for a change in
policy. As a bricoleur exploring curriculum policy issues pertaining social injustice (i.e.,
disparities, culturally irrelevant curriculum), I sought for this study meet the specifications for
transformational validity, which “is determined by the resultant actions prompted by the research
endeavor” (Cho & Trent, 2006, p. 324). Those actions include presenting the research at regional
and national conferences, submitting adaptations of my work to highly-credible, peer-reviewed
journals, and seeking out opportunities to influence policy surrounding reading curriculum and
extended reading time at the school, district, and state levels.
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For the qualitative aspects of this study, I demonstrated credibility through triangulation
(Denizen & Lincoln, 1994; Guba, 1981; Hsieh & Shannon, 2005; Shenton, 2004). Whereas
Kincheloe claimed triangulation to be a challenge for the bricoleur, since it is often a
transactional approach researchers use in an attempt to validate research and increase credibility,
Denzin and Lincoln, expanding upon the descriptions provided by Levi-Strauss (1966) to
characterize qualitative research as a type of bricolage in general, explained that the use of
multiple methods, or triangulation, is “an attempt to secure an in-depth understanding of the
phenomenon in question . . . (it) is not a tool or strategy for validation, but an alternative to it”
(Denzin & Lincoln, 1994, p. 2). I used methodological triangulation (i.e., GIS and content
analysis) in the latter sense as an attempt to understand more deeply rather than to validate the
truth of the study as an uncontested and absolute reality.
In addition to triangulation, Shenton (2004) lists a number of strategies for increasing
credibility. For example, Shenton (2004) encourages researchers to adopt well-established
strategies. I contend critical GIS and qualitative content analysis meet this requirement as each
has well-established research bases from which to gather methodological procedures and
guidance. Additionally, the authoritative works from which I drew (e.g. Hsieh & Shannon, 2005;
Mayring, 2014; Schreier, 2013; Scheurich, 1994; Walton, 2010; Winter, 2012) are characterized
by thick descriptions (Cho & Trent, 2006; Geertz, 1973; Guba, 1981) which contribute to their
credibility and provide exemplars for my own writing.
Angen (2000) eschews the positivist procedures related to validity including the use of
triangulation in favor of moving towards validation. Although I see value in adhering to Guba’s
(1981) criteria for trustworthiness, I am also able to meet the requirements of Angen’s ethical
validation through my role as a political bricoleur. I believe that this study is useful not only to
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academia, but to the general community in Florida and perhaps nationwide. In a time when
society is inundated with images of minoritized men and women as victims of discrimination and
violence, and, in some cases, the perpetrators of violence and riots, should students look to
school texts to find positive images of minoritized individuals, they would find few. The
Eurocentric texts used within the counties of this study perpetuate the silencing of minoritized
voices and White-washing of curriculum.
The final aspect of credibility I address is the development of a deep understanding of the
culture to be studied (Shenton, 2004) through prolonged engagement with the material (i.e., pilot
testing the coding frame within the content analysis component of the study) (Guba, 1981) so as
to not disregard key details unwittingly (Hsieh & Shannon, 2005). It was my firsthand
interactions teaching and acting as an academic coach at schools among the lowest 300 in the
state of Florida as well as the social justice nature of my postgraduate programs which led me to
conduct this study. However, as a non-native of historically marginalized communities reflected
in this study, I am not able to provide a first order interpretation of the data (Geertz, 1973). As
such, I referred to the works of Ladson-Billings and other scholars in the field of culturally
relevant education as a means of reviewing and reflecting on content analysis specifically as well
as more generalized conclusions.
In summary, to establish credibility as originally described by Guba (1981) and
illustrated by Shenton (2004) I: (a) demonstrated triangulation through the use multiple methods
and data sources, (b) employed methods from well-established research bases, (c) provided thick
descriptions of both contexts and methods, (d) immersed myself within the research surrounding
culturally relevant educational practices, and (e) engaged with the materials of this study over a
prolonged period of time.
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Like credibility, transferability is associated with a coordinating attribute of quantitative
studies. Whereas credibility is aligned with internal validity, transferability is most closely
associated with external validity, or the generalizability of the results (Guba, 1981; Onwuegbuzie
& Johnson, 2006; Shenton, 2004; White & Marsh, 2006). Within the rationalistic paradigm,
external validity is increased by decreasing contextual variations so results may apply in a
variety of settings (Guba, 1981). However, the very nature of naturalistic inquiry in general, and
this study specifically, is contextually dependent. Thus, minimizing the context of the study
would negate the purpose of the study itself.
Rather than being concerned with how the results of a study are generalized to a larger
population, scholars within the naturalistic paradigm suggest providing sufficient information as
the sending context so those wishing to later apply the research may do so with certainty (Guba,
1981; Shenton, 2004). Guba again recommends the use of thick descriptions so that similarities
among contexts can be determined and a judgement of their “fit” can be determined (1981, p.
81). Shenton (2004) provides a more detailed listing as to what should be included in this
description. Following this advice, I provided the following: (a) number and location of the
organizations being studied, which are described in detail in the contextual background of
chapter one, (b) restrictions of who and/or what contributed to the data, which are explained in
the data collection section of this chapter, and (c) detailed data collection methods to include the
number of methods used and over what period of time.
By including thick descriptions for each of the recommendations previously listed, I
provided future researchers with adequate contextual information to determine transferability in
similar studies. However, as the sending context, I am unable to state the extent to which these
results of this study will transfer to those in the future.
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Most closely associated with reliability in the rationalistic paradigm, dependability is
described by Guba as having less to do with consistency in favor of “trackable variance” (1981,
p. 81). Due to the nature of the naturalistic paradigm in accepting multiple realities as true and
using humans as instruments for collecting, analyzing, and reporting data, errors and
inconsistency will organically occur (Guba, 1981; Shenton, 2004).
Whereas Guba (1981) provides readers with a definition of dependability Shenton (2004)
again provides recommendations for achieving it within a study. The first suggestion is to
describe what is planned for and eventually performed in the study (Shenton, 2004). This chapter
has provided, in as much detail as possible, the procedures for data collection and analysis.
Additionally, I included possibilities for further analysis based on initial results.
Secondly, Shenton proposes including information regarding “the operational detail of
data gathering” (2004, p. 72). Within this chapter, I laid out the processes used for data collection
and expanded on initial descriptions as events unfolded. Finally, it is suggested that researchers
produce a “reflective appraisal of the project” as a means of “evaluating the effectiveness of the
process” (Shenton, 2004, p. 72). Therefore, both during and after the data collection and analysis
processes, I reflect on the effectiveness of the procedures so that I may report on them as a part
of the study.
With regards to establishing reliability, or dependability, when an individual conducts
qualitative content analysis, Kohlbacher (2006), Lacy et al. (2015), and Mayring (2014) each
suggest using intra-coder checks. Referred to as stability by Mayring (2014), this type of
reliability is more traditional in nature and is suggested due to its ease of implementation. I
outlined the procedure for establishing intra-coder reliability as a component of the pilot phase of
the content analysis process.
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The degree of dependability of this study is evidenced within this chapter. By explicitly
defining and reporting on the effectiveness of the data collection and analysis methods, I
provided readers with documentation necessary to confirm I have met this criterion of
trustworthiness.
In terms of the rationalistic paradigm, confirmability refers to the objectivity, or
neutrality, of a research study (Guba, 1981; Onwuegbuzie & Johnson, 2006; White & Marsh,
2006) is established by the use of quantitative methodologies and requirements such as random
sampling, removing the investigator from the participants, etc. However, within the naturalistic
paradigm, one diminishes bias, this increasing confirmability, through other methods.
Following the suggestions of Guba (1981) and Shenton (2004) I: (a) used within- and
between-method triangulation (Jick, 1979), (b) provided explanations for the selection of
methods used throughout the study, and (c) maintained an audit trail documenting procedures for
data collection and analysis. Shenton (2004) recommends the use of diagrams as a component of
audit trail documentation. Figures 3.3, 3.4, and 3.5 may be considered initial records for the audit
trail. Finally, as the confirmability of a study is related to researcher bias, I have listed my
predispositions and background for this study in the first chapter. I also practiced reflexivity as
recommended by Guba (1981) in order to reveal possible biases to readers.
Limitations
The potential magnitude of this study in one limitation that I attempted to control for by
restricting the number of contexts under investigation. Rather than studying the impact of the
extended reading time mandate on each of the 300 schools and 37 counties affected, I chose to
investigate those in which the proportion of historically minoritized students was the greatest
predicting factor for low sums of scores used to define the lowest performing elementary schools
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in Florida. Thus, this study is extremely context specific which may decrease the extent to which
it may be transferred to other situations.
Also relating to the size of the study, the number of texts to be included in the content
analysis was quite large with only two of the eight districts using the same curricular materials.
As a means of reducing the number of texts to be analyzed, I chose to focus only on those used
by grade levels subjected to statewide testing. From that population of texts, I randomly sampled
a number of texts on which I conducted the content analysis. It is possible that some texts of
potential importance to this study were not included in the analysis. I anticipated this scenario
and it appeared that random sampling would “systematically distort” the data, I identified a
secondary criterion sample as described in the pilot phase section of this chapter (Altheide, 1987,
p. 70). I excluded texts that did not address the research question: To what extent are curricular
materials used in schools identified among the 300 lowest performing in the state representative
of the tenets of culturally relevant education? From this new sample, I randomly selected 50% of
the texts for the main analysis phase.
Using two or more researchers to code data and conducting intercoder reliability checks
are considered to be best practices for qualitative content analysis. Thus, a limitation of this
study is that there is one researcher. To account for this limitation, I conducted intra-coder
reliability checks and utilized a pilot test of the coding frame prior to preforming the main
analysis.
Finally, this study stops short of investigating how the curricular materials, whether
culturally relevant or not, were employed by teachers and received by students. Therefore,
subsequent research may address how teachers use culturally relevant curricular materials and/or

106

how teachers use culturally irrelevant materials to create critical awareness among students and
advance social justice issues related to historically marginalized populations.
Summary
In this study of Florida’s extended reading time mandate, I addressed the following
questions:
•

How is ERT distributed demographically, by socioeconomic status, and geographically?

•

To what extent are core reading program materials used in low 300 schools representative
of the tenets of culturally relevant education?

Acting as bricoleur, I employed critical GIS and qualitative content analysis to investigate the
implementation of Florida’s ERT policy across multiple contexts.
I varied the data sampling strategies as needed. Figure 3.2 and Tables 3.1, 3.2, and 3.3
summarize populations, sampling strategies, and research samples within each context of the
study. Similarly, data collection methods differ for each aspect of the study. The process for
selecting and manipulating data for critical GIS is explained in a step by step procedure and
Table 3.1 lists the data sources for content analysis. Because data collection evolves throughout
the qualitative content analysis process, the procedures for data collection from the data sources
are included in the data analysis section and illustrated in Figures 3.4 and 3.5.
For the purpose of specifically answering the research question: How is ERT distributed
geographically and demographically? I chose to employ methods of critical GIS. Specifically, I
provided descriptive statistics and calculated Pearson r to determine if a relationship exists
between SES and/or ethnicity/race and identification as an ERT school. Secondly, I used spatial
autocorrelation to detect the extent to which schools among the 300 lowest performing in Florida
are randomly dispersed within their counties.
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As previously stated, Figures 3.4 and 3.5 illustrate aspects of data collection as well as
the data analysis procedure for curricular materials in this study. The procedure is not of a single
researcher; rather I developed the specifications drawing mainly from the works of Hsieh and
Shannon (2005), Mayring (2014), Schreier (2013), and White and Marsh (2006). Notable within
the intended procedure for creating the coding frame is the use of concept-driven structuring of
main categories and data-driven generation of the subcategories. Prior to the main analysis, I
performed a pilot test of the coding frame made necessary revisions to ensure consistency
throughout the coding process.
As with all research, there are limitations to this study. In the interest of time I limited the
number of schools and districts to include in the analysis of Florida’s ERT policy. Likewise, I
limited the contexts to be studied and therefore do not include classroom observations, teacher
interviews, etc. However, both of these limitations may be addressed in subsequent studies.
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CHAPTER FOUR:
FINDINGS
In this chapter, I present findings related to my research questions, how is ERT
distributed demographically, by socioeconomic status, and geographically and to what extent
are core reading program materials used in low 300 schools representative of the tenets of
culturally relevant education? This chapter can be divided into three main sections which are
described as follows.
First, I define and describe the overall study population beginning with all elementary
schools and districts in the state of Florida and narrowing the sample to include only those public
elementary schools not in their first year of operation in eight specific counties. I provide
descriptions of the population and place sample using measures of central tendency, correlations
of variables, and nonexperimental regression statistics. Next, I more acutely describe the place
sample and provide an explanation for the statistical models used to derive the final sample.
In the second section, I present the data obtained through spatial pattern analysis. The
first set of data within this section pertains to spatial autocorrelation and the extent to which it
can be determined that the schools identified within the lowest performing 300 are randomly
distributed within their respective counties. The null hypothesis stated that the low 300 schools
were randomly distributed. I accepted the null hypothesis for three counties, rejected it for four
counties, and did not have enough data to either accept or reject for the remaining county. The
second set of data in this section was obtained from local indicators of spatial association. This
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type of analysis provided data regarding clustering of low 300 schools which may be associated
with racial and/or economic segregation in these areas.
In the final section of this chapter, I define the curriculum sample and describe how it
was obtained and analyzed. For each county, I display data in tables and graphs to illuminate
patterns related to indicators including ethnicity/race of authors, illustrators, and characters in the
texts; use of native languages and/or dialects; and representation of cultural values and themes.
Study Population Description
During the 2016-2017 school year, there were 67 Florida school districts with elementary
students. Of those, 30 were not represented on the list of the 300 lowest performing elementary
schools and the remaining 37 districts had one or more schools named. Table 4.1 lists each
school district in the state of Florida and whether it was represented on the list of lowest
performing elementary schools in the state. All data in this section was obtained from Florida’s
PK-20 Education Information Portal on the Florida Department of Education website.
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Table 4.1
Florida Counties and Representation Among the 300 Lowest Performing Elementary Schools for
the 2016-2017 School Year
Counties represented on the 2016-2017 “300
Counties not represented on the 2016-2017
Lowest Performing Elementary Schools” report
“300 Lowest Performing Elementary
Schools” report
Alachua
Bay
Bradford
Baker
Calhoon
Charlotte
Brevard
Broward
Clay
Citrus
Dixie
Franklin
Collier
Columbia
Dade
Gilchrist
Gulf
Hamilton
Desoto
Duval
Escambia
Hardee
Highlands
Holmes
Flagler
Gadsden
Glades
Jackson
Lafayette
Lake
Hendry
Hernando
Hillsborough Levy
Liberty
Madison
Indian River
Jefferson
Lee
Monroe
Nassau
Okaloosa
Leon
Manatee
Marion
Santa Rosa
St. Johns
Sumter
Martin
Okeechobee
Orange
Suwannee
Taylor
Union
Osceola
Palm Beach
Pasco
Wakulla
Washington
Pinellas
Polk
Putnam
St. Lucie
Seminole
Volusia
Walton

Table 4.2 displays the measures of central tendency at the school district level for the
study population, previously defined as Florida public elementary schools not in their first year
of operation during the 2016-2017 school year. The mean and median student population varied
due to the large range of populations. Jefferson County, located in the Florida panhandle east of
Tallahassee, was the smallest district with just 391 elementary students during the 2016-2016
school year whereas Dade County, which includes the city of Miami, was the largest district with
185,676 elementary students. The total population of elementary students enrolled in Florida
public elementary schools not in their first year of operation during the 2016-2017 school year
was 1,390,074.
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Table 4.2
Measures of Central Tendency for the Study Population
N=67
Mean
Median
Minimum
Maximum
Std Dev
Student
20,747.37 6,647.00 391
185,676
33,978.09
Population
Rate of
0.4514
0.4243
0.1409
0.9636
0.2100
Minoritized
Students
Rate of
0.7726
0.7540
0.2625
1.0
0.1693
Students
Living in
Poverty
Note: As suggested by Wilson (2005), all values were calculated to six decimal places for
statistical tests. However, to promote readability, I reported values to four decimal places.

Table 4.3 displays the measures of central tendency for counties without schools listed
among the lowest performing in the state. The mean and median elementary student populations
at the county level were 5023.83 and 2192.00, respectively. The range of the elementary student
population was 21,929 with the smallest population of 626 students in Lafayette County and the
largest population, 22,555 students, in Sarasota County.
Table 4.3
Measures of Central Tendency for the Districts without Schools in the Low 300
N=30
Mean
Median
Minimum
Maximum
Std Dev
Student
5023.83 2192.00 626
22,555
6290.34
Population
Rate of
0.3162
0.2614
0.1409
0.7232
0.1575
Minoritized
Students
Rate of
0.7954
0.8663
0.2625
1.0
0.2000
Students
Living in
Poverty

Table 4.4 displays the measures of central tendency for the counties with schools listed
among the lowest performing in the state. The mean and median elementary student populations
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at the county level were 33,573.97 and 19,818, respectively. The mean and median populations
for students enrolled in low 300 schools at the county level were 4,651.73 and 2,310
respectively. The range of overall elementary student population was 185,285 with the smallest
population of 391 students in Jefferson County and the largest population in Miami-Dade County
with 185,676 students. At the county level, the population of students enrolled in schools among
the lowest 300 extended from a minimum of 91 students in Flagler County to 22,170 students in
Hillsborough County.
Table 4.4
Measures of Central Tendency for Low 300 Schools
N=37
Student
Population
Student
Population of
Low 300
Schools
Rate of
Minoritized
Students
Rate of
Minoritized
Students in
Low 300
Schools
Rate of
Students
Living in
Poverty
Rate of
Students
Living in
Poverty in
Low 300
Schools

Mean
Median
Minimum
33,496.19 19,619.00 391

Maximum
185,676

Std Dev
41,372.17

4,651.73

2,310.00

91

22,170

5,442.21

0.5609

0.5557

0.2300

0.9636

0.1826

0.7535

0.7717

0.3345

0.9900

.1775

0.7540

0.7071

0.5203

1.0

0.1398

0.9553

0.9875

0.6439

1.0

0.0697
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Table 4.5 displays the partial correlations of the rates of minoritized students and students
living in poverty with the sum of FSA Reading Achievement scores and learning gains used to
determine state ranking for the study population. The first column of correlation coefficients was
calculated considering rates of minoritized students and students living in poverty together
whereas the second column shows the partial correlation for each variable with the other
removed. In both cases, there was a strong negative correlation between rates of minoritized
students and students living in poverty with the FSA Reading sum scores. When these two
variables were considered together, the strength of correlation increased.
Table 4.5
Correlation Coefficients for Rate of Minoritized Students and Students Living in Poverty with
FSA Reading Sum Scores for the Study Population
N=67
FSA Reading Sum Score
together
partialled
Rate of Minoritized
-0.54596
-0.51017
Students
<0.0001
<0.0001
Rate of Students Living in
-0.65156
-0.62734
Poverty
<0.0001
<0.0001

Table 4.6 displays the partial correlations of the rates of minoritized students and students
living in poverty with the FSA Reading sum scores for districts with schools represented among
the lowest 300 in the state. The first column of correlation coefficients was calculated
considering rates of minoritized students and students living in poverty together whereas the
second column shows the partial correlation for each variable with the other removed. As in the
state population, there were strong negative correlations between rates of minoritized students
and students living in poverty with the FSA Reading scores. Like the study population, when
rates of minoritized students and rates of students living in poverty were considered together, the
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strength of the correlation increased. Additionally, the correlation values were reported with
greater confidence.
Table 4.6
Correlation Coefficients for Rate of Minoritized Students and Students Living in Poverty with
FSA Reading Sum Scores for Districts with Schools in the Low 300
N=37
FSA Reading Sum Score
together
partialled
Rate of Minoritized
-0.77816
-0.61345
Students
<0.0001
0.0002
Rate of Students Living in
-0.74170
-0.53733
Poverty
<0.0001
0.0015

Table 4.7 displays the partial correlations of the rates of minoritized students and students
living in poverty with the FSA Reading sum scores for districts with no schools among the
lowest 300 in the state. The first column of correlation coefficients was calculated considering
rates of minoritized students and students living in poverty together whereas the second column
shows the partial correlation for each variable with the other removed. Although there were
negative correlations between rates of minoritized students and students living in poverty with
the FSA Reading sum scores, they were moderate and at a confidence level less than the
preferred value of p=0.01. When rates of minoritized students and rates of students living in
poverty were considered together for this sample, the correlation coefficients remained about the
same but with greater confidence. However, the confidence level remained less than the
preferred value of p=0.01.
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Table 4.7
Correlation Coefficients for Rate of Minoritized Students and Students Living in Poverty with
FSA Reading Sum Scores for Districts without Schools in the Low 300
N=30
FSA Reading Sum Score
together
partialled
Rate of Minoritized
-0.44406
-0.44133
Students
0.0158
0.0187
Rate of Students Living in
-0.46652
-0.46399
Poverty
0.107
0.0129

For minoritized students living in poverty in districts in which schools are represented
among the lowest performing in the state, the data suggests they are likely to have decreased
ranking scores and/or that schools represented among the lowest 300 are likely to have increased
populations of minoritized students living in poverty.
Place Sample Identification and Description
To obtain the place sample for spatial autocorrelation analysis, I conducted a
nonexperimental regression analysis to determine which districts met the following criteria:
1.

no outliers for SCORE;

2. statistically significant correlation between the dependent variables, MS and FRL,
and SCORE at p < 0.0001; and
3. when predicting SCORE from MS and FRL, MS was stronger in predictive power
(Frey, 2018) with p < 0.0001.
Eight school districts met these requirements: Duval, Escambia, Lee, Leon, Martin, Orange,
Palm Beach, and Volusia. Tables 4.8 through 4.1 display the regression data associated with each
school district now identified as the place sample.
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Table 4.8
Regression Data for Duval County Schools
Duval
Correlation with
N=116
SCORE
Rate of Minoritized
-0.7518
Students
p < 0.0001
Rate of Students
-0.7494
Living in Poverty
p < 0.0001

F value

R2 Value

148.19
p < 0.0001

0.5652

F value

R2 Value

122.73
p < 0.0001

0.8036

F value

R2 Value

52.22
p < 0.0001

0.4781

F value

R2 Value

80.45
p < 0.0001

0.7558

Table 4.9
Regression Data for Escambia County Schools
Escambia
Correlation with
N=32
SCORE
Rate of Minoritized
-0.8964
Students
p < 0.0001
Rate of Students
-0.8898
Living in Poverty
p < 0.0001

Table 4.10
Regression Data for Lee County Schools
Lee
Correlation with
N=59
SCORE
Rate of Minoritized
-0.6915
Students
p < 0.0001
Rate of Students
-0.6283
Living in Poverty
p < 0.0001

Table 4.11
Regression Data for Leon County Schools
Leon
Correlation with
N=28
SCORE
Rate of Minoritized
-0.8693
Students
p < 0.0001
Rate of Students
-0.8229
Living in Poverty
p < 0.0001
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Table 4.12
Regression Data for Martin County Schools
Martin
Correlation with
N=12
SCORE
Rate of Minoritized
-0.9167
Students
p < 0.0001
Rate of Students
-0.8909
Living in Poverty
p < 0.0001

F value

R2 Value

52.65
p < 0.0001

0.8404

F value

R2 Value

193.98
p < 0.0001

0.5652

Table 4.13
Regression Data for Orange County Schools
Orange
Correlation with
N=150
SCORE
Rate of Minoritized
-0.7532
Students
p < 0.0001
Rate of Students
-0.6906
Living in Poverty
p < 0.0001

Table 4.14
Regression Data for Palm Beach County Schools
Palm Beach
Correlation with
F value
N=116
SCORE
Rate of Minoritized
-0.7951
289.42
Students
p < 0.0001
p < 0.0001
Rate of Students
-0.6588
Living in Poverty
p < 0.0001

R2 Value
0.6901

Table 4.15
Regression Data for Volusia County Schools
Volusia
Correlation with
N=50
SCORE
Rate of Minoritized
-0.6993
Students
p < 0.0001
Rate of Students
-0.6689
Living in Poverty
p < 0.0001

F value

R2 Value

45.94
p < 0.0001

0.4891

In general, there were strong negative correlations between the FSA Reading sum score
and the rates of minoritized students and students living in poverty for each district within the
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place sample. Multiple scholars provide guidelines explaining how to interpret values of r (Hoy,
2010; Wilson, 2005; Wright & London, 2009). However, I prefer Ravid’s (2011) description as
she provides a range of values whereas others suggest only a single estimate. r values and their
meanings as described by Ravid (2011) are shown in Table 4.16.
Table 4.16
Ranges of Correlation Coefficient Values and Their Meanings
r value range
0 to +0.33
-0.33 to 0
+0.33 to +0.66
-0.66 to -0.33
+0.67 to +1.0
-1.0 to -0.67

Description
low correlation
small relationship
moderate/medium correlation
moderate relationship
high correlation
large relationship

For each district, there is a stronger correlation between the rate of minoritized students
and the FSA Reading sum scores, than the rate of students living in poverty and the FSA
Reading sum scores. This is expected as the place sample was chosen by determining for which
districts rate of minoritized students was a greater predictive factor than rate of students living in
poverty. Correlation coefficients range from a low of r = -0.9167 to a high of r = -0.6915. All the
correlation coefficients are within the high correlation range described by Ravid (2011). As for
the r values for rates of students living in poverty and FSA Reading sum scores, all were in the
high correlation range except Lee, Palm Beach, and Volusia counties which were in the moderate
correlation range.
The nonexperimental regression model was selected because both the rate of minoritized
students and the FSA Reading sum of scores varied among samples (Myers et al., 2010). The F
scores and corresponding p values equal to or less than 0.0001 indicate that the model is
statistically significant and not based on chance alone (Myers et al., 2010; Wright & London,
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2009). In other words, the increased rate of minoritized students predicts decreased values for
FSA Reading sum scores in each of the place sample counties.
Finally, the R2 statistic indicates the strength of the linear relationship between two
variables. It is described as the amount of variance in the dependent variable, in this case FSA
Reading sum scores, that can be predicted from the independent variable, the rate of minoritized
students in this study (Hoy, 2010; Myers et al., 2010; Wilson, 2005). Myers et al. (2010) provide
guidelines for interpreting the R2 statistic. They indicate values greater than 0.25 represent a
strong linear relationship. The R2 values in Tables 4.8 through 4.15 range from a low of R2 =
0.4781 to a high of R2 = 0.8404.
Spatial Pattern Analysis
As previously explained in the methodology section, spatial statistics are used to describe
and model spatial data (Bivand, 2010; Pimpler, 2017; Scott & Janikas, 2010). For the purpose of
this study, I chose to employ two methods of pattern analysis, spatial autocorrelation using
Moran’s I and high/low clustering. Getis (2010) stated, spatial autocorrelation “represents the
relationship between nearby spatial units” (p. 256). Once again, Moran’s I is a test of spatial
randomness in which the null hypothesis indicates that the feature of interest is randomly
distributed (Getis, 2010; Pimpler, 2017).
The feature of interest for this study was low 300 schools. Accordingly, the null
hypothesis assumed low 300 schools were randomly dispersed about each county, I used the
Global Moran’s I tool to obtain z-scores and p-values with which I was able to accept or reject
the null each null hypothesis at the county level.
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Spatial Autocorrelation of Low 300 Schools
Tables 4.17 through 4.24 display the z-score and p-value of the Moran’s I statistic for
each county. Z-scores less than -1.96 and greater than +1.96 suggest that the null hypothesis can
be rejected with 95% confidence whereas those less than -2.58 and greater than +2.58 indicated
the null hypothesis can be rejected with 99% confidence (Pimpler, 2017).
Table 4.17
Spatial Autocorrelation Data of Low 300 Schools using Moran’s I for Duval County
H0 : Low 300 school are randomly
distributed throughout Duval County.
Index
0.263311
z-score
0.381763
p-value
0.702637
H0 is accepted.

Table 4.18
Spatial Autocorrelation Data of Low 300 Schools using Moran’s I for Escambia County
H0 : Low 300 school are randomly
distributed throughout Escambia County.
Index
0.078459
z-score
2.037769
p-value
0.041573
H0 is rejected with 95% confidence.

Table 4.19
Spatial Autocorrelation Data of Low 300 Schools using Moran’s I for Lee County
H0 : Low 300 school are randomly
distributed throughout Lee County.
Index
0.197206
z-score
3.935051
p-value
< 0.01
H0 is rejected with 99% confidence.
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Table 4.20
Spatial Autocorrelation Data of Low 300 Schools using Moran’s I for Leon County
H0 : Low 300 school are randomly
distributed throughout Leon County.
Index
0.116688
z-score
3.348366
p-value
< 0.01
H0 is rejected with 99% confidence.

Table 4.21
Spatial Autocorrelation Data of Sum Scores using Moran’s I for Martin County
H0 : Sums of scores school are randomly
distributed throughout Martin County.
Index
0.138202
z-score
2.370443
p-value
0.017767
H0 is rejected with 95% confidence.
Note. Martin County had only one school within the lowest performing 300 in the state of
Florida. Therefore, using the low 300 feature for spatial autocorrelation was not possible.
Instead, I chose to use the sum of FSA score for reading achievement and learning gains which is
used to rank the schools and identify the lowest 300. This data indicates that similar sums of
scores are likely not randomly distributed. In other words, schools with low scores are
geographically closer to other schools with low scores and schools with high scores are
geographically closer to other schools with high scores.
Table 4.22
Spatial Autocorrelation Data of Sum Scores using Moran’s I for Orange County
H0 : Sums of scores school are randomly
distributed throughout Orange County.
Index
0.114738
z-score
3.221779
p-value
<0.01
H0 is rejected with 99% confidence.
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Table 4.23
Spatial Autocorrelation Data of Sum Scores using Moran’s I for Palm Beach County
H0 : Sums of scores school are randomly
distributed throughout Palm Beach County.
Index
0.242336
z-score
0.323517
p-value
0.746304
H0 is accepted.

Table 4.24
Spatial Autocorrelation Data of Sum Scores using Moran’s I for Volusia County
H0 : Sums of scores school are randomly
distributed throughout Volusia County.
Index
0.036231
z-score
1.124269
p-value
0.260899
H0 is accepted.

In summary, I was able to reject the null hypothesis that low 300 schools were randomly
distributed about the county with 99% confidence for Lee County, Leon County, and Orange
County and with 95% confidence for Escambia County. I accepted the null hypothesis that low
300 schools were randomly dispersed about the county for Duval County, Palm Beach County,
and Volusia County. Because Martin county had only one school within the lowest performing
300 in the state of Florida, I was unable to use the low 300 feature for spatial autocorrelation.
Instead, I used the sum of FSA score for reading achievement and learning gains which is used to
rank the schools and identify the lowest 300. As such the null hypothesis stated that the sums of
scores were randomly distributed about the county. I rejected the null hypothesis with 95%
confidence.
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Local Indicators of Spatial Association and Thematic Maps
Spatial autocorrelation using Moran’s I provides users with data indicating the
geographic randomness of a specific feature across a research area; however, autocorrelation
may also occur in smaller sections of the study area which would necessitate the use of a local
indicator of spatial association (LISA) (Bivand, 2010). Global indicators, such as Moran’s I, are
used to determine if there statistically significant spatial clustering exists whereas a cluster and
outlier analysis are used to uncover the locations of such clustering. (Scott & Janikas, 2010).
For each county, I present two maps. The first map displays:
1. the percent of minoritized students within each elementary attendance zone as a
choropleth layer.
2. elementary schools within the study sample labeled as either a low 300 school
(red flags) or not a low 300 school (Black flags).
3. clusters and outliers identified using Anselin’s Local Moran’s I, a LISA tool.
In reference to the choropleth layer, dark green indicates a higher percentage of White
students, and therefore a lower percentage of minoritized students whereas lighter green
indicates a higher percentage of minoritized students. As with the global measure of Moran’s I,
the feature of interest when determining clusters and outliers was low 300 school location. A
high-high cluster signifies low 300 schools grouped together and a low-low cluster signifies
schools that are not classified as low 300 grouped together. A high-low outlier is a low 300
school among those that are not classified as low 300 whereas a low-high outlier is a school that
is not classified as a low 300 school among those that are low 300 schools.
Cartography in general and GIS specifically can be used qualitatively to add to a
narrative that may otherwise be lacking in detail (Pacheco & Velez, 2009; Pavlovskaya, 2006;
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Schuurman, 2004). Therefore, in addition to the maps highlighting spatial clustering, included a
second, thematic map of each county that serves to communicate and model data (Bivand, 2010)
for the purpose of revealing information that may otherwise have remained concealed within the
substantial amount of data which contributed to this study.
As bricoleur and mapmaker, I created the thematic maps to add to the story of Florida’s
extended reading time policy. These maps allow for vast, complex data to be accessible to a
variety of audiences (Pacheco & Velez, 2009). As stated by Schuurman (2004), no new data was
created for these maps, they are simply visual representations of information already present.
The second map for each county displays:
1. the ethnicity/racial breakdown for each of the low 300 schools within the county.
2. choropleth layer illustrating the percentage of students receiving free and reduced
lunch for each elementary attendance zone.
In reference to the school ethnicity/racial breakdown, as previously stated, I chose to use
the terms employed by the Florida Department of Education when presenting data from their
information portal. Therefore, the labels for school ethnicity/racial breakdown are the same as
those used by the FLDOE and subsequently by the public schools throughout the state. In some
counties, there was not a large enough population of Asian students to be counted and reported
on the FLDOE website. As such, the maps for Escambia, Lee, Leon, Martin, and Volusia
counties do not include a symbol for Asian student population. The choropleth layer of the map
represents the percent of students receiving free and reduced lunch (FRL). Dark blue indicates a
higher percentage of students in the FRL program and the lighter blue indicates a lower
percentage of students enrolled in the FRL program.
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Duval County. Figure 4.1 is a map of Duval County in which clusters of low 300 schools
were mostly located in attendance zones in which the percentage of minoritized students was
greater than 80.01 percent. This aligns with the data in Table 4.25 which shows that of the 28
Low 300 schools in Duval County, 24 of them had student populations in which minoritized
students were more than 80% of the student population.
There were two schools located in clusters in which minoritized students comprised
between 60.01 and 80 percent of the population. The majority of schools within the high-high
cluster were located north of the downtown Jacksonville area and west of the St. Johns River in
an area called the Urban Core. Among the cluster of low 300 schools there were 23 non-low 300
schools identified as low-high outliers. The Duval County map also shows a low-low cluster of
schools located on the eastern border. This group of schools was located in or near the
communities of Jacksonville Beach, Neptune Beach, and Atlantic Beach. The percentage of
White students within these schools ranges from 41 to 82, the highest in the county.
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Figure 4.1. Map of Duval County’s minoritized student population and school clustering based
on low 300 status.
Table 4.25
Comparison of Proportions of Minoritized Students at District Level and in Duval County’s Low
300 Schools
Average proportion
of minoritized
students in
elementary schools
64.09%

Average proportion
of minoritized
students in low 300
schools
88.58%

Number of Low 300 Schools

Total
28

>50%
28

>80%
23

>90%
13

>99%
2

Figure 4.2 is a map of the central portion of Duval County in which the low 300 schools
were located. The dark blue area near the center of the map is the Urban Core, mentioned in the
previous section. Most of the schools within the Urban Core had FRL rates above 80.01 percent
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and a majority of students were identified as Black. In surrounding areas, the FRL rates were
lower, between 60.01 and 80 percent, and there were larger populations of Hispanic and White
students as well as those of two or more races. As is also represented in Table 4.26, all the low
300 schools in Duval County had student populations in which more than half of the students
received free and reduced lunch. However, most of these schools had between a 60 and 80% free
and reduced lunch rate.

Figure 4.2. Map of central region of Duval County showing low 300 schools’ ethnic/racial
categories by free and reduced lunch rates.
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Table 4.26
Comparison of Proportions of Students Receiving Free and Reduced Lunch at District Level and
in Duval County’s Low 300 Schools

Average proportion
of elementary
students receiving
free and reduced
lunch
74.52 %

Average proportion
of students in low
300 schools
receiving free and
reduced lunch
100%

Number of Low 300 Schools

Total
28

>50%
28

>80%
28

>90%
28

>99%
28

Escambia County. Figure 4.3 is a map of Escambia County in which clusters of low 300
schools are found in attendance zones where the proportion of minoritized students is greater
than 80 percent or between 60.01 and 80 percent. This aligns with the data presented in Table
4.27 which shows that 10 of the 11 low 300 schools in Escambia County had student population
in which more than half of the population were minoritized students. Of the 11 low 300 schools,
two had student populations in which White students were the majority. However, only one of
those had over 50 percent of students identified as White. The other nine schools had student
populations in which students identified as Black were the majority.
The school attendance zones in which clusters of low 300 school were located was in the
southeastern part of the county in and around Pensacola. There were five schools not classified
as low 300 schools identified as outliers found within the cluster of low 300 schools. Schools
located in the northern and majority White attendance zones were not among the lowest
performing 300 in the state.
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Figure 4.3. Map of Escambia County’s minoritized student population and school clustering
based on low 300 status.
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Table 4.27
Comparison of Proportions of Minoritized Students at District Level and in Escambia County’s
Low 300 Schools
Average proportion
of minoritized
students in
elementary schools
50.93%

Average proportion
of minoritized
students in low 300
schools
75.54%

Number of Low 300 Schools

Total
11

>50%
10

>80%
5

>90%
3

>99%
0

The second map of Escambia County, Figure 4.4, shows the Pensacola area where the
low 300 schools were located. The dark blue area of the map, which represents FRL of 80.01
percent or greater, is near the city center. This same area also had a larger population minoritized
students when compared with those further from the heart of the city. All low 300 schools within
Escambia had a free and reduced lunch rate of greater than 50 percent as seen in Table 4.28 or
more than 60.01 percent as seen in Figure 4.4. The majority of low 300 schools, six of the 11,
had free and reduced lunch rates greater than 80 percent.

131

Figure 4.4. Map of the Pensacola region of Escambia County showing low 300 schools’
ethnic/racial categories by free and reduced lunch rates.
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Table 4.28
Comparison of Proportions of Students Receiving Free and Reduced Lunch at District Level and
in Escambia County’s Low 300 Schools

Average proportion
of elementary
students receiving
free and reduced
lunch
76.34%

Average proportion
of students in low
300 schools
receiving free and
reduced lunch
100%

Number of Low 300 Schools

Total
11

>50%
11

>80%
11

>90%
11

>99%
11

Lee County. The map of Lee County, Figure 4.5, shows a high-high cluster of six low
300 elementary schools located to the south of the Caloosahatchee River in Fort Myers.
Unfortunately, the attendance boundary survey for Lee County was incomplete and reported in
regions. While the low 300 schools were located in regions the population of minoritized
students was 80 percent or more, the actual student populations differ. Table 4.29 provides more
accurate data which show that seven of the nine low 300 schools have minoritized student
populations greater than 80. However, all the schools had minoritized student populations greater
than 50 percent.
To the north and west of the Caloosahatchee River, there were no low 300 schools and a
greater percentage of school populations were White. Additionally, the map shows a low-low
cluster of non-low 300 schools in the Cape Coral area in which the proportion of minoritized
students was 40 percent or less.
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Figure 4.5. Map of Lee County’s minoritized student population and school clustering based on
low 300 status.
Table 4.29
Comparison of Proportions of Minoritized Students at District Level and in Lee County’s Low
300 Schools
Average proportion
of minoritized
students in
elementary schools
61.23%

Average proportion
of minoritized
students in low 300
schools
84.52%

Number of Low 300 Schools

Total
9

>50%
9

>80%
7

>90%
4

>99%
0

Figure 4.6 is a map of the eastern portion of Lee County in which the low 300 schools
were located. All the schools had free and reduced lunch rates between 60.01 and 80 percent. In
six of the nine schools represented, Hispanic students were in the majority. Black students
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comprised the majority of the student population in the remaining three schools. Lee County had
no regions in which the free and reduced lunch rates were greater than 90 percent as illustrated in
Table 4.30.

Figure 4.6. Map of eastern of Lee County showing low 300 schools’ ethnic/racial categories by
free and reduced lunch rates.
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Table 4.30
Comparison of Proportions of Students Receiving Free and Reduced Lunch at District Level and
in Lee County’s Low 300 Schools
Average proportion
of elementary
students receiving
free and reduced
lunch
84.03%

Average proportion
of students in low
300 schools
receiving free and
reduced lunch
99.54%

Number of Low 300 Schools

Total
9

>50%
9

>80%
9

>90%
9

>99%
8

Leon County. Figure 4.7 is a map of Leon County showing one cluster of low 300
schools on the southside of Tallahassee in which minoritized students made up 80 percent or
more of the total population. This cluster contains two low-high outliers one of which is located
in an area with minoritized students accounting for 40.01 to 60 percent of the population. This
representation is supported by the data is Table 4.31 which indicates four of the five low 300
schools in Duval County had student populations of 90 percent or more minoritized students.
The second map of Leon County, Figure 4.8, focuses on the Tallahassee area as this is
where the low 300 schools were located. In each school, Black students made up the majority of
the student population and for all but one of the schools the FRL rate was greater than 99.01
percent which is also indicated in Table 4.32. One low 300 school had a free and reduced lunch
rate of 21.56 percent yet according to data obtained from the Florida Department of Education
Division of Accountability and Reporting, the previous year’s free and reduced lunch rate was
60.30 percent. This school, a charter, closed at the end of the 2016-2017 school year.
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Figure 4.7. Map of Leon County’s minoritized student population and school clustering based
on low 300 status.

Table 4.31
Comparison of Proportions of Minoritized Students at District Level and in Leon County’s Low
300 Schools
Average proportion
of minoritized
students in
elementary schools
59.89%

Average proportion
of minoritized
students in low 300
schools
94.41%

Number of Low 300 Schools

Total
5
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>50%
5

>80%
4

>90%
4

>99%
0

Figure 4.8. Map of Tallahassee area of Leon County showing low 300 schools’ ethnic/racial
categories by free and reduced lunch rates.

Table 4.32
Comparison of Proportions of Students Receiving Free and Reduced Lunch at District Level and
in Leon County’s Low 300 Schools
Average proportion
of elementary
students receiving
free and reduced
lunch
66.20%

Average proportion
of students in low
300 schools
receiving free and
reduced lunch
94.47%

Number of Low 300 Schools

Total
5

>50%
4

>80%
4

>90%
4

>99%
4

Martin County. The map of Martin County, Figure 4.9, shows a single low 300 school
in an attendance in which more than 80.01 percent of the population were minoritized students.
Because there was only one low 300 school in the county, there were no high-high clusters;
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however, this low 300 school was classified as a high-low outlier due to its proximity with nonlow 300 schools.

Figure 4.9. Map of Martin County’s minoritized student population and school clustering based
on low 300 status.
The second map of Martin County, Figure 4.10, includes the same features as the other
thematic maps; however, due to the fact there was only one low 300 school in this district, the
map also depicts the ethnic breakdown of the other elementary schools as points of reference.
Port Salerno Elementary School was one of two in the district in which minoritized students,
Hispanics, were the majority student population. In both instances, the FRL rate was between
60.01 and 80 percent. Despite these similarities, only Port Salerno was ranked among the lowest
performing 300 elementary schools in the state.
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Figure 4.10. Map of Martin County’s schools’ ethnic/racial categories by free and reduced lunch
rates.
Orange County. Figure 4.11 is a map of Orange County which displays two high-high
clusters of low 300 elementary schools. Both clusters were within the Orlando city limits, one
located to the northwest and the other to the west of the city. All the low 300 schools within
these two clusters had minoritized student populations greater than 80.01 percent as did the other
low 300 schools in the county except one. This is consistent with the data presented in Table
4.33 showing the proportion of minoritized student populations greater than 90 percent in 19 of
the 22 low 300 schools in Orange County. There were also four schools in which minoritized
students accounted for 99 percent or more of the student population.
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Figure 4.11 also displays two low-low clusters of non-low 300 schools in Orange County.
One was located on the eastside of Orlando, outside the major highways encircling the city, and
the other was located west of the city in the suburban communities of Ocoee, Windemere, and
Winter Garden. The cluster of non-low 300 schools to the east of Orlando had minoritized
student populations greater than 60 percent whereas those in the suburban areas were less than
40 percent.

Figure 4.11. Map of Orange County’s minoritized student population and school clustering
based on low 300 status.
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Table 4.33
Comparison of Proportions of Minoritized Students at District Level and in Orange County’s
Low 300 Schools
Average proportion
of minoritized
students in
elementary schools
73.76%

Average proportion
of minoritized
students in low 300
schools
94.26%

Number of Low 300 Schools

Total
22

>50%
22

>80%
21

>90%
19

>99%
4

Figure 4.12 is a map of the north central portion of Orange County. 19 of the 22 low 300
schools in Orange County had FRL rates of 80.01 and higher. In six of the schools, the majority
of students were Hispanic, in the remaining 18 schools, Black students comprised the majority of
the population. Noticeably, five of the six schools in which Hispanics were the majority were
located to the east and south of the city of Orlando. Both high-high clusters of low 300 schools in
the county had student populations in which Black students were the majority.
All except one school had free and reduced lunch rates over 50 percent as evidenced by
Figure 4.12 and Table 4.34. The single school with a free and reduced lunch rate less than 50
percent had a rate of 24.1 percent for the 2016-2017 school year. However, the previous year, the
free and reduced lunch rate was 96.2 percent. It closed after the 2016-2017 school year as a
result of receiving a failing school grade for the second consecutive year. Notably, two schools
had free and reduced lunch rates greater than 99 percent.
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Figure 4.12. Map of Orlando area of Orange County showing low 300 schools’ ethnic/racial
categories by free and reduced lunch rates.
Table 4.34
Comparison of Proportions of Students Receiving Free and Reduced Lunch at District Level and
in Orange County’s Low 300 Schools
Average proportion
of elementary
students receiving
free and reduced
lunch
70.51%

Average proportion
of students in low
300 schools
receiving free and
reduced lunch
98.75%

Number of Low 300 Schools

Total
22

>50%
21

>80%
21

>90%
20

>99%
18

Palm Beach County. The map of Palm Beach County, Figure 4.13, shows two high-high
clusters of low 300 schools. One cluster, located in the western region of the county near Lake
Okeechobee, houses schools in Bell Glade and South Glade. All the schools within this area,
including the two low-high outliers, had minoritized student populations of 80.01 percent or
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more. The data in Table 4.35 supports the information displayed in Figure 4.13 and also shows
that all but one of the 28 low 300 school in Palm Beach County had minoritized student
populations greater than 90 percent. Five schools had minoritized student populations of 99
percent or greater.
The second high-high cluster of low 300 schools is located on the eastern side of the
county in the city of West Palm Beach. Like those to the west, each of the schools in this area
had minoritized student populations greater than 80.01 percent. There were nine low-high
outliers among this cluster two of which had minoritized populations between 40.01 and 60
percent. Palm Beach County also had one low-low cluster of non-low 300 schools. This cluster
was comprised of schools in suburban communities including Lake Worth, Loxahatchee, and
Wellington. The minoritized student population within these attendance zones ranged from 20.01
to 80 percent.
Figures 4.14 and 4.15 are maps of the West Palm Beach and Lake Okeechobee areas
respectively. Figure 4.14, the map of the West Palm Beach area, shows all the low 300 schools
within that region had a majority population of minoritized students. In the northern, western,
and southern parts of West Palm Beach, the majority of students were identified as Black
whereas the schools in the central area of the city had a majority of Hispanic students. In all
instances, the FRL rate was greater than 80 percent.
The map of the Lake Okeechobee area of Palm Beach County, Figure 4.15, shows seven
of the county’s low 300 schools. One school had a majority of Hispanic students and the other
six had a majority of Black students. Like those in the West Palm Beach area, all had FRL rates
greater than 80 percent.
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Table 4.36 provides more detailed information regarding the free and reduced lunch rates
of Palm Beach County’s low 300 schools. Like the other counties, a greater proportion of the
student population of low 300 receives free and reduced lunch than the district as a whole. All 28
of the low 300 schools had free and reduced lunch rates greater than 90 percent. Two schools had
free and reduced lunch rates greater than 99 percent.

Figure 4.13. Map of Palm Beach County’s minoritized student population and school clustering
based on low 300 status.
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Table 4.35
Comparison of Proportions of Minoritized Students at District Level and in Palm Beach
County’s Low 300 Schools
Average proportion
of minoritized
students in
elementary schools
70.55 %

Average proportion
of minoritized
students in low 300
schools
95.20%

Number of Low 300 Schools

Total
28

>50%
28

>80%
28

>90%
27

>99%
3

Figure 4.14. Map of West Palm Beach area of Palm Beach County showing low 300 schools’
ethnic/racial categories by free and reduced lunch rates.
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Figure 4.15. Map of Lake Okeechobee area of Palm Beach County showing low 300 schools’
ethnic/racial categories by free and reduced lunch rates.

Table 4.36
Comparison of Proportions of Students Receiving Free and Reduced Lunch at District Level and
in Palm Beach County’s Low 300 Schools
Average proportion
of elementary
students receiving
free and reduced
lunch
63.40%

Average proportion
of students in low
300 schools
receiving free and
reduced lunch
96.77%

Number of Low 300 Schools

Total
28
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>50%
28

>80%
28

>90%
28

>99%
2

Volusia County. Figure 4.16 is a map of Volusia County. There were no high-high
clusters of low 300 schools, but there were outliers, both high-low and low-high, in the western
region of the county. All the low 300 schools in Volusia County had minoritized student
populations greater than 60.01 percent. Table 4.37 shows of the five low 300 schools in Volusia
County, only two had minoritized student population greater than 80 percent of the total student
population.
The second map of Volusia County, Figure 4.17, focuses of the north and central regions
of the county in which the five low 300 schools were located. Similar to Escambia County,
Volusia County had one low 300 school, Blue Lake Elementary School, in which White students
comprised the majority of the student population. However, the proportion of the population that
was identified as White was 37 percent. While this number of students did make White the
majority ethnicity/race, in all other cases except for Escambia County, when minoritized students
made up the majority of the student population, they did so by constituting more than 50 percent
of the total population.
As seen displayed in Figure 4.17 and Table 4.38, all low 300 schools in Volusia County
had free and reduced lunch rates of 80 percent or greater. Of the five low 300 schools in the
county three had free and reduced lunch rates of 90 percent or greater.
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Figure 4.16. Map of Volusia County’s minoritized student population and school clustering
based on low 300 status.
Table 4.37
Comparison of Proportions of Minoritized Students at District Level and in Volusia County’s
Low 300 Schools
Average proportion
of minoritized
students in
elementary schools
42.43%

Average proportion
of minoritized
students in low 300
schools
74.64%

Number of Low 300 Schools

Total
5
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>50%
5

>80%
2

>90%
0

>99%
0

Figure 4.17. Map of north and central areas of Volusia County showing low 300 schools’
ethnic/racial categories by free and reduced lunch rates.
Table 4.38
Comparison of Proportions of Students Receiving Free and Reduced Lunch at District Level and
in Volusia County’s Low 300 Schools
Average proportion
of elementary
students receiving
free and reduced
lunch
70.71%

Average proportion
of students in low
300 schools
receiving free and
reduced lunch
91.86

Number of Low 300 Schools

Total
5

>50%
5

>80%
5

>90%
3

>99%
0

Curriculum Sample Description
As previously described in the methodology section, during the pilot phase, I noticed a
number of the nonfiction texts, specifically those related to science, did not address the research
sub question regarding the cultural relevance of materials. These particular texts did not feature
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or name characters. They were procedural, offered data, or described scientific ideas. I included
only those texts which named the author and/or illustrator in the criterion sample because the
ethnicity/race of the author and/or illustrator could be considered an indicator of cultural
relevancy (Brooks, 2006; Clark, 2017; Grice & Vaughn, 1992; Ladson-Billings, 1992a, 1992b;
Morrison et al., 2008).
Next, I determined the number of texts I would code for each sample by subtracting the
eliminated texts from the total number of texts available and then sampling half of them for the
main analysis phase. Appendix C lists the texts that were part of the main analysis. Table 4.39
shows the total number of texts within each district’s reading materials, the number eliminated
due to misalignment with the purpose of this research, the number of texts available in the
criterion sample, and 50% of those texts which were used for the main analysis. During the main
analysis, I identified themes and patterns within the curricular materials and determined the
extent to which they were representative of the tenants of culturally relevancy. The themes and
patterns are presented in the following sections and synthesis of these results along with
geographic and demographic data is further explored in chapter five.
Table 4.39
Breakdown of Total Number of Texts, Eliminated Texts, Criterion Sample, and Number of Texts
Used in Main Analysis
County
Total Number Number of Texts Number of Texts in 50% of
of Texts
Eliminated
Criterion Sample
Criterion
Sample (Main
Analysis)
Duval
210
32
178
89
Escambia/Leon 191
24
167
84
Lee
244
24
220
110
Martin
292
80
212
106
Orange
173
15
158
79
Palm Beach
18
0
18
9
Volusia
215
49
166
83
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Duval County
A total of 89 texts from Duval County’s core reading curriculum, Duval Reads, were
included in the main content analysis. Table 4.40 provides an itemization of the number of texts
used in the main analysis within each genre compared to the total amounts in the criterion
sample.
Table 4.40
Number of Texts Randomly Sampled from the Criterion Sample for the Main Analysis for Duval
County
Main Analysis
Criterion Sample
3rd Total
20
44
Fiction
6
18
Nonfiction
9
19
Poetry
3
5
Drama
2
2
4th Total
37
74
Fiction
3
10
Nonfiction
23
48
Poetry
10
15
Drama
1
1
5th Total
32
60
Fiction
1
3
Nonfiction
28
53
Poetry
2
2
Drama
1
2
Total
89
178

Author and illustrator ethnicity/race. Of indicators of cultural relevancy, perhaps the
easiest to assess were the ethnicity/race and gender of the author and illustrator. Duval Reads,
described by the district as a “district-packaged core program to include Expeditionary Learning
and Core Knowledge (EngageNY) aligned to Florida Standards,” did not include a basal reader
like the other counties. Instead, the curricula consisted of picture books, novels, articles, and
other sources of information available via the EngageNY website. Unlike the other curricular
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materials which often provide a short biography of the author and/or illustrator prior to or after
the text, nearly half of the texts (40) had no author at all and those that did required at least a
basic internet search to obtain information about the author and/or illustrator.
Across genres and grade levels, when an author was named, he or she was almost always
White. Of the 49 texts with a named author, 35 of them were White, four were Native American,
three were African American, one was Hispanic, and one was Asian. By percentage, 71.4% of
the named authors were White. African American authors represented just 6.1% of the sample
while Hispanic and Asian authors accounted for 2% each. I was unable to determine the
ethnicity/race of five of the authors. Figure 4.18 is a graphical representation of this data.

Author Ethnicity/Race for
Duval County Text Sample
40

35

Number of Texts

35
30
25
20
15
10
5

1

1

Asian

Hispanic

3

4

5

Black

Native American

Unknown

0
White

Figure 4.18. Author ethnicity/race represented in sample of Duval County’s core reading
program, Duval Reads.
Most of the texts, about 87%, either had no illustrator/photographer or one was not
named. Of the 89 texts in the final sample, only 11 named an illustrator or photographer. There
were no African American, Hispanic, or Native American illustrators nor were there any whose
ethnicity or race could not be determined. Two of the illustrators/photographers were Asian
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illustrators and nine were White. Figure 4.19 is a graphical representation of this data. I chose
not to include the texts in which there was not an illustrator so as not to skew the graph.

Illustrator Ethnicity/Race for
Duval County Text Sample
10

9

9

Number of Texts

8
7
6
5
4
3
2

2

1
0
Asian

White

Figure 4.19. Illustrator ethnicity/race represented in sample of Duval County’s core reading
program, Duval Reads. There was a total of 89 texts, 78 did not have illustrators or they were not
named. This graph shows the ethnicity/race of the 11 named illustrators or photographers.
Character ethnicity/race. There were 480 characters coded in the Duval County text
sample, of those there were 39 whose ethnicity or race was not discernable and 28 who were
animals or objects personified by the author, such as the sun and clouds. For those characters
whose ethnicity and/or race could be determined, 267 were White, 71 were African American,
11 were Hispanic, and 18 were Native American.
Whereas most of the texts had three named characters, there were others with more 30 or
more. For example, The Hope Chest (2010), a novel by Karen Schwabach, had 72 different
characters or character groups (e.g., porters at the train station and ladies at the church). Of the
72 characters, eight were African American and 64 were White. No other ethnicities or races
were represented.
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Due to the wide range of values, from no characters to 72 characters, I chose to conduct
tests for normality using SAS. Seven texts were determined to be extreme observations.
Although they will be included in the discussion of patterns and themes evident across the
county’s curricula, they are not included in Figure 4.20 which is a graphic representation of the
ethnicities and races represented in the curricula. After removing the outliers from the data, the
total number of characters counted was 264. Of those, 28 were personified animals or objects
and 24 were of unknown ethnicity/race. There were 212 characters whose ethnicity or race were
able to be determined. 143 of them were White, 16 were African American, 10 were Native
American and one was Hispanic. Figure 4.20 shows the distribution of ethnicities/races across
the sampled curricula.

Character Ethnicity/Race for
Duval County's Text Sample

Total Number of Characters

160
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140
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Figure 4.20 Character ethnicity/race represented in sample of Duval County’s core reading
program, Duval Reads. Seven texts were eliminated because the number of characters in the texts
did not fall within the normal curve. They were determined to be outliers in terms of the number
of characters represented, but they will still be considered when analyzing themes and patterns
related to culturally relevant curricula.
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Character language. There were 34 instances in which the author used a native
language within the text. Two of those occurred in third-grade texts, 14 were in fourth-grade
texts, and the remaining 18 were in fifth-grade texts. Most often, the words were not used
seamlessly within the text but rather stated and then followed with the English definition. For
example, in Birth of the Haudenosaunee by Bradley Powless introduces Onondagan words,
pronunciations, and meanings as follows
The entire Haudenosaunee (Ho-den-no-sho-ne) has fifty Hoyane (Ho-ya-nay) or chiefs
among the five nations. The Hoyane are all considered equal. To show that they are
leaders, the Peacemaker places the antlers of the deer on the Gustoweh (Gus-to-wah) or
headdress of every Hoyane.
In the case of Exploring Countries: Italy by Walter Simmons, the Italian words were not used in
the text at all, rather they were included as a list at the end of the text.
Most of the occurrences of native language use came from the text, The Inuit Thought of
It: Amazing Arctic Innovations (2007) by Alootook Ipellie. Inventions like the dog sled,
qamutiik, and a storytelling game called, inugait, contributed to 17 of the 34 codes for native
language. The remaining 16 instances included AAVE (3), Mandarin (1), English (3), Italian (1),
Jamaican (1), Native American (6), and Spanish (1). Figure 4.21 is a graphical representation of
this data.
Joseph Bruchac’s Eagle Song (1997) included examples of Jamaican, Native American,
Spanish, and AAVE. Throughout the text, Bruchac’s characters refer to she’:kon, Iroquois for
‘peace.’ There are two instances in the text in which the character Tyrone uses AAVE. The first,
“You want to fight me, man?” (p. 77) is a question in which a form of the verb do is omitted
(Smitherman, 1977). The other, “Anyhow, Hiawatha, you cool. You didn’t tell on me,” (p.77) is
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a statement in which a form of the verb to be is omitted. However, there are examples of Tyrone
using so-called Standard American English within the same conversation (e.g., “Are you okay? I
didn’t mean to hit you so hard with the ball.”).
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Figure 4.21 Use of character’s native language in sample of Duval County’s core reading
program, Duval Reads.
Cultural values and themes. Representation of cultural values was evident in among 71
excerpts within 29 texts of the Duval County Sample. Of the codes within the cultural values
group, community and family was most frequently applied and was represented across grade
levels, genres, and author ethnicity/race. Figure 4.22 is a graphical representation of the instances
of cultural values across the sample.
In some texts, a cultural value was demonstrated in multiple ways and thus was coded
multiple times. For example, the code “Community and Family” was applied six times in Sharon
Robison’s Promises Kept: How Jackie Robinson Changed America (2004). Each description she
provides offers a different facet of what it means to be part of a community or family. Sharon
Robinson describes how her father, Jackie, stayed out of trouble due to “his devotion to his
157

mother and the values she worked hard to instill in him.” (p. 16). Later, she describes Jackie’s
devotion as a husband and father as she relates how he wrote to his wife, promised to make his
son proud, and stayed with her as long as possible before having to leave for spring training.
When Rachel Robinson became ill after the birth of her and Jackie’s last child, a family friend,
Willette Bailey, intended to stay with the children only until Rachel got better, yet, as Robinson
tells it, “ended up living with us until my brothers and I were out of the house.” (p. 46). In one of
the more poignant examples of community and family shared by Robinson, she details how the
baseball and African American communities came together to honor his father at his funeral in
1972.
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Figure 4.22 Number of examples of cultural values in sample of texts from Duval County’s core
reading program, Duval Reads.
Of the 89 texts in the sample, 79 contained themes aligned with the coding frame. As
previously stated, I coded text samples in such a way that a single theme could only be coded
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once, but a sample could contain multiple themes. For example, in Promises Kept: How Jackie
Robinson Changed America (2004) by Sharon Robinson, there numerous sections of the text
relating to the themes of discrimination and freedom, yet each were coded only once. The least
prevalent theme was loneliness, found in only two texts whereas the most common theme was
hardship which was identified in 21 texts. Figure 4.23 shows the distribution of themes across
texts.
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Figure 4.23 Distribution of themes across texts in the Duval County sample.

When viewed in conjunction with author ethnicity/race, there are some themes that are
portrayed by authors of various ethnicities and races, such as hardship and retaliation, and those
that are depicted by only one race, such as nature’s beauty and individualism which were both
included by White authors. Table 4.41 lists the number of texts by authors of each identified
ethnicity/race, omitting those texts with no author or authors for whom ethnicity or race could
not be determined, and the themes found in their works.
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Table 4.41
Coded Themes by Author Ethnicity/Race for Duval County Sample
African
Asian
Hispanic
American
Number of Texts
with Coded
3
1
1
Themes
Capitalism
1
0
1
Cooperation
0
0
0
Discrimination
1
0
1
Education
1
0
0
Environmentalism 0
0
0
Equality
2
0
0
Freedom
1
0
0
Friendship
1
0
0
Hardship
1
0
1
Health
0
0
0
Humor
0
0
0
Individualism
0
0
0
Loneliness
0
0
0
Nature’s Beauty
0
0
0
Patriotism
1
0
1
Peace
1
0
0
Propriety
1
0
0
Religion
3
0
0
Retaliation
1
1
0
Safety
1
0
0

Native
American

White

4

30

2
3
1
0
2
0
0
0
3
1
1
0
1
0
0
1
0
2
1
0

2
5
5
7
5
1
2
2
10
10
1
5
1
8
0
3
2
5
4
7

Escambia and Leon Counties
The school districts of Escambia County and Leon County use Reading Wonders as their
core reading programs. There were 191 total texts in the curriculum of which 24 were eliminated
due to the lack of alignment with the purpose of the research. As such there were 167 texts in the
criterion sample from which I randomly selected 50% for the main analysis. Table 4.42 shows
the number of texts used in the main analysis within each genre compared to the total amounts in
the criterion sample.
Table 4.42
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Number of Texts Randomly Sampled from the Criterion Sample for the Main Analysis for Duval
County
Criterion Sample
Main Analysis
3rd Total
56
33
Fiction
22
12
Nonfiction
25
18
Poetry
8
2
Drama
1
1
4th Total
59
27
Fiction
22
8
Nonfiction
24
16
Poetry
12
3
Drama
1
0
5th Total
52
24
Fiction
20
11
Nonfiction
22
10
Poetry
9
3
Drama
1
0
Total
167
84

Author and illustrator ethnicity/race. Student texts in the Reading Wonders series are
basal readers published by McGraw Hill Education. As such, many of the texts include a “Meet
the Author/Illustrator” section following selection. In addition to biographical information, the
publisher sometimes features photographs of the authors and illustrators. When the biographies
and photographs did not provide adequate information related to ethnicity or race, I conducted
basic internet searches for additional evidence. For example, the “About the Author” section for
Lulu Delacre highlights her childhood in Puerto Rico but does not explicitly state that she is
Latina (August et al., 2017b). However, on her website, Delacre states, “I believe that we
Latinos bring richness and beauty to the American fabric. I’m passionate about cre ating
books that empower Latino children by instilling pride in their heritage ”
(www.luludelacre.com). This statement provides the needed confirmation to code the author as
Hispanic.
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Figures 4.24 and 4.25 display author and illustrator ethnicities/races, respectively. There
were 84 texts in the sample and, of these, 33 did not include the name of the author. Of the 51
remaining texts, about 72.5% were written by White authors. African American authors
comprised 9.8% of the total and there were even fewer Hispanic authors represented. Likewise, a
number of texts did not name an illustrator leaving only 27 texts to analyze. Again, there were
more White illustrators, 74%, than other ethnicities or races. African American illustrators
represented about 10% of the total whereas there was only one Hispanic illustrator within the
sample.
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Figure 4.24. Author ethnicity/race represented in the sample of Escambia County and Leon
County’s core reading program, Reading Wonders. There are 51 texts represented in this graph
as 33 texts did not include an author.
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Illustrator Ethnicity/Race for
Escambia and Leon County's Text Sample
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Figure 4.25. Illustrator ethnicity/race represented in sample of Escambia County and Leon
County’s core reading program, Reading Wonders. Of the 84 texts in the sample, 57 either had
no illustrator/photographer or the illustrator/photographer was not named. This graph shows the
ethnicity and/or race of the 27 named illustrators or photographers.

Character ethnicity/race. There were 394 codes for characters in the text sample for
Escambia and Leon counties. These codes were associated with 79 of the 84 texts as five of the
texts had no characters. Ethnicity or race was not discernable for 63 of the character and 57 of
the characters were either animals or some other object personified by the author such as various
species of trees in Why Evergreen Trees Never Lose Their Leaves. Of the remaining 274
characters coded, 164 were White, 51 were African American, 19 were Hispanic, 16 were Asian
(four of those being Chinese), and 11 were Native American.
Due to the findings for Duval County which showed that there were texts whose number
of characters were outliers compared to others in the text sample, I decided to conduct the same
tests for normality for each reading program in the study. For the sample of texts from the
Reading Wonders program, the number of characters ranged from zero to 16. Three texts were
identified as outliers, A Crash Course in Forces and Motion with Max Axiom, Super Scientist,
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Who Wrote the US Constitution, and Rosa. Although they are included in the analysis and
discussion of patterns and themes within the sample, these outliers are not included in Figure
4.26 which shows the distribution of character ethnicity/race for Escambia and Leon counties’
text sample.
After removing the outliers from the data, there were 348 codes for characters of which
57 represented animals or other personified objects. There were 58 instances in which the
character’s ethnicity or race could not be determined. Of the remaining 233 character codes, 136
were White, 38 were African American, 19 were Hispanic, 16 were Asian, and 11 were Native
American. Figure 4.24 is the graphical representation of these codes across the text sample.
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Escambia and Leon County's Text Sample
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Figure 4.26 Character ethnicity/race represented in the sample of Escambia and Leon counties’
core reading program, Reading Wonders. Three texts were eliminated because the number of
characters in the texts did not fall within the normal curve. They were determined to be outliers
in terms of the number of characters represented, but they are still considered when analyzing
themes and patterns related to culturally relevant curricula.
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Character language. There were 29 instances in which authors incorporated native
languages within texts. The distribution of instances is shown in Figure 4.27. The most common
native language used was Spanish with 15 instances across four texts. In each of these texts,
Spanish was used seamlessly within the storyline and/or dialogue as opposed to a list of words
and definitions. Many of the words and phrases could be understood through context clues. For
example, in Carmen Agra Deedy’s Martina the Beautiful Cockroach, señora could be
understood to mean woman. The author writes, “Every señora in the family had something to
offer,” then describes the advice of the women in the family (August et al., 2017a, p. 195). In
other instances, authors, including Deedy, provided an explicit definition for the word or phrase
used. Also in Martina the Beautiful Cockroach, the author writes, “But Abuela, her Cuban
Grandmother gave her un consejo incredíble, some shocking advice” (August et al., 2017a, p.
196).
Although the usage of Native American language, AAVE, and Mandarin varied, each
was present in only one text. The single instance of a Native American language was in Native
Americans Yesterday and Today. Here, the unnamed author states that the Cherokee people
“built shelters called ‘Asi’ from wood, vines, and mud” (August et al., 2017b, p. 474).
The five examples of Mandarin are found in The Real Story of Stone Soup by Ying Chang
Compestine. Like Martina the Beautiful Cockroach, this text includes words and phrases defined
by the author as well as those in which the reader must use context clues to determine the
meaning. For example, the main character repeatedly uses the phrase, “Ai yo!” which is used to
show his displeasure. Google Translator suggests ai yo means ouch in English. However, the
character is never physically harmed in the story. Alternatively, as the other characters begin to
make the stone soup, the author provides a translation for what they say. “…Ting was holding
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the last stone. All three boys yelled, ‘Dàn, dàn, dàn!’ (‘Egg, egg, egg!’) Then they each blew on
the stone, one at a time” (August et al., 2017a, p. 290).
Bud, Not Buddy by Christopher Paul Curtis contained the two examples of AAVE. The
first occurs with a character stating, “Like I said, I’ma find out what the real story is in Flint, and
then we’ll see” (August et al., 2017c, p. 366). Smitherman (1977) and Green (2002) both
acknowledge the use of Ima (rather than I’ma) as a feature of AAVE, but one that Green
acknowledges as a less studied than other features. Another character says, “Now I’ve noticed
the tight grip you keep on that old suitcase if your’n” (August et al., 2017c, p. 372). The use of
your’n by Curtis aligns with Green’s description of the use of yourn as a freestanding possessive
pronoun.
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Figure 4.27 Use of character’s native language in sample of Escambia and Leon counties’ core
reading program, Reading Wonders.
Cultural values and themes. Cultural values were represented 82 times across 32 texts
within the Reading Wonders sample. The “Community and Family” code represented about 45%
of the total codes for this category. Traditions related to music and dance were coded six and
four times respectively. Both “Respect for Elders” and “Respect for Earth” were each coded four
times. Figure 4.28 displays the number of instances of each cultural value within the text sample.
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In some cases, cultural values were explicitly stated by the author rather than organically
demonstrated by the individuals or events in the texts. For example, in Family Traditions, the
unnamed author explains the cultural traditions of Chinese New Year, African American
reunions, and Native American pow wows (August et al., 2017a). Ten examples of “Tradition”
were coded for this short four-page text which included sub-codes for clothing (2), dance (1),
food (2), and music (2).
Alternatively, some texts portrayed cultural values through the words and actions of the
characters. In Joseph Bruchac’s poem, Birdfoot’s Grampa, the old man teaches the narrator to
respect nature, even the parts that may seem small and insignificant. The old man repeatedly
stops his car in the pouring rain to help toad cross the street during a rainstorm. Although the
narrator complains that they’ve “got places to go,” the old man tells him, “they have places to go
too” (August et al., 2017b, p. 535).
There were two texts in which cultural values associated with “Community and Family.”
The first, Bud, Not Buddy, was also the only text to incorporate AAVE (August et al., 2017c). In
this story, the value of community is portrayed as a jazz band comes together to care for an
orphaned boy searching for his father. Excerpts of this story were also coded for sub-category of
“Music” within “Tradition.” Finally, Rosa, written by Nikki Giovanni, demonstrated Rosa
Parks’s devotion to her family as she worried for her sick mother and eagerly planned a special
meal for her husband (August et al., 2017c). Additionally, Giovanni expressed how community
came to the aid of Rosa Parks by committing to boycotting the Montgomery bus system after
Rosa’s arrest. Here, Giovanni uses repetition to illustrate the dedication of the community in
walking for a common cause:
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And the people walked. They walked in the rain. They walked in the hot sun. They
walked early in the morning. they walked late at night. They walked at Christmas, and
they walked at Easter. They walked on the Fourth of July; they walked on Labor Day.
They walked on Thanksgiving, and then it was almost Christmas again.
They still walked. (August et al., 2017c, p. 310)
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Figure 4.28 Number of examples of cultural values in sample of Escambia and Leon
counties’ core reading program, Reading Wonders.
There were 84 texts in the sample for Escambia and Leon counties, of which 72
contained themes aligned with the coding frame. A total of 190 themes were coded across the
text set. Figure 4.29 shows the number of times each theme was coded across the sample. Abe’s
Honest Words, by Doreen Rappaport, contained eight theme codes (cooperation, education,
freedom, hardship, individualism, peace, religion, and retaliation) which was the most of any text
(August et al., 2017b). Cooperation was the most coded theme with 20 incidents. Health and
peace were the least coded themes, both occurring only three times within the sample.
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Figure 4.29 Distribution of themes across texts in the Escambia and Leon County
sample.
When considered with respect to the author’s ethnicity/race, some themes appeared to
occur more often in texts by White authors than other ethnicity/race. For example, “capitalism”
was coded in six of the 32 texts by White authors, but it was not found in any texts by authors of
other ethnicities/races. Similarly, the theme of “individualism” was represented in nine texts by
White authors and in one text by an African American author; it was not included in any other
texts by non-White authors.
While it is understandable that White authors would be responsible for a higher number
of codes simply due to the fact that they are more represented than other ethnicities/races within
the curriculum, this data provides a means of identifying patterns within the themes presented to
students. Table 4.29 shows the number of texts by authors of each identified ethnicity/race,
omitting those text with no author or authors for whom ethnicity or race could not be determined,
and the themes found in their works.
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Table 4.43
Coded Themes by Author Ethnicity/Race for the Escambia and Leon County Text Sample
African
Asian
Hispanic
Middle
Two or
White
American
Eastern
More
Races
Number Texts
with Coded
4
2
3
1
1
32
Themes
Capitalism
0
0
0
1
0
6
Cooperation
0
2
1
0
0
10
Discrimination
2
0
0
0
0
6
Education
2
0
1
0
0
9
Environmentalism 0
0
0
0
0
5
Equality
1
0
0
0
0
2
Freedom
0
1
1
1
0
4
Friendship
1
1
1
0
1
5
Hardship
2
0
0
1
0
9
Health
0
0
0
0
0
1
Humor
0
1
2
0
0
1
Individualism
1
0
0
0
0
9
Loneliness
1
1
0
0
0
2
Nature's Beauty
0
0
0
0
0
5
Patriotism
0
0
0
0
0
2
Peace
0
1
0
0
0
2
Propriety
1
1
0
0
0
3
Religion
2
0
0
0
0
3
Retaliation
0
0
0
0
1
5
Safety
1
0
0
0
1
8

Lee County
A total of 110 texts from Lee County’s core reading curriculum, Reading Street, were
included in the main content analysis. Table 4.30 lists the number of texts used in the main
analysis within each genre compared to the amounts in the criterion sample.
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Table 4.44
Number of Texts Randomly Sampled from the Criterion Sample for the Main Analysis for Lee
County
Main Analysis
Criterion Sample
3rd Total
37
74
Fiction
10
22
Nonfiction
16
25
Poetry
9
25
Drama
2
2
4th Total
39
73
Fiction
5
15
Nonfiction
23
31
Poetry
10
25
Drama
1
2
5th Total
34
73
Fiction
5
19
Nonfiction
13
26
Poetry
14
24
Drama
2
4
Total
110
220

Author and illustrator ethnicity/race. Like Reading Wonders of Escambia and Leon
Counties, Reading Street, published by Scott Foresman and Pearson, is a basal reader and
includes “Meet the Author/Illustrator” sections following reading selections. These brief
descriptions often feature a photograph of the author/illustrator. In some cases, the author’s
ethnicity or race was explicitly stated. For example, “Pam Muñoz Ryan was born and raised in
California’s San Joaquin Valley. She is Spanish, Mexican, Basque, Italian, and Oklahoman”
(Afflerbach et al., 2011a, p. 395). When ethnicities or races were not directly identified, I used
photographs, along with biographical information and basic internet searches to determine author
and illustrator ethnicity or race.
Figures 4.30 and 4.31 provide graphical displays of author and illustrator ethnicity/race
for the Lee County text sample. Of the 110 texts in the sample, only six did not list an author and
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there were 11 for which the author’s ethnicity or race could not be determined leaving 94 texts
for which the author’s ethnicity/race was identified. Nearly two-thirds of these texts were written
by White authors. African American authors and Hispanic authors accounted for 12.8% and
10.6% of the texts, respectively and, while this was a greater proportion than in other counties, it
was still not representative of the populations of students who engaged with the texts in the low
300 schools in Lee County. Although there were fewer texts with named illustrators, a similar
proportion of texts, just over two-thirds, were associated with White illustrators.
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Figure 4.30. Author ethnicity/race represented in sample of Lee County’s core reading program,
Reading Street.
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Illlustrator Ethnicity/Race for
Lee County's Text Sample
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Figure 4.31. Illustrator ethnicity/race represented in sample of Lee County’s core reading
program, Reading Street. 77 texts had no illustrator or had no illustrator listed. This graph
represents the 33 texts in which there was an illustrator.

Character ethnicity/race. There were 479 codes for characters in the text sample for Lee
County’s text sample. These codes were associated with 103 of the 110 texts as seven of the texts
had no characters. There were 106 characters whose ethnicity or race could not be determined.
Another 72 characters were either personified animals or objects. Of the remaining 301
characters coded, 142 were White, 59 were African American, 33 were Native American, 24
were Hispanic, and 16 were Asian.
Remaining consistent with the procedures for identifying outliers for number of
characters, I conducted a test of normality using SAS software and determined that there was one
outlier in the sample, Navajo Code Talkers, with 15 characters (Afflerbach et al., 2011d).
Although Navajo Code Talkers is included in analysis of themes and patterns across texts in the
district, its 15 characters are not represented in Figure 4.32 which displays identified character
ethnicity/race in the Lee County sample.
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Figure 4.32 Character ethnicity/race represented in the sample of Lee County’s core reading
program, Reading Street. One text was eliminated because the number of characters in the texts
did not fall within the normal curve. They were determined to be outliers in terms of the number
of characters represented, but they are still considered when analyzing themes and patterns
related to culturally relevant curricula.
Character language. There were 39 instances in which authors used a character’s
language across 17 texts. Figure 4.33 displays the graphical representation of the use of
characters’ native languages within the text sample. About 25% of these came from one text,
Navajo Code Talkers, as the it provided examples of how Navajo Marines used their language to
defeat the Japanese in World War II (Afflerbach et al., 2011d). Definitions and direct translations
of the Navajo words and phrases were provided for readers.
Spanish was included in almost half of the texts and represented about 36% of the total
number of instances of the use of characters’ native languages. Gary Soto incorporated Spanish
in The Gymnast as he described the carne asada and refritos his mother prepared for dinner
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(Afflerbach et al., 2011f). No definition was provided either in parentheses or in footnotes, rather
readers were expected to infer the meanings from context clues. In other texts, such as Foods of
Mexico by George Ancona, translations were given in parentheses and, in one instance, directly
in the text (Afflerbach et al., 2011b).
Two texts, one poem and one nonfiction piece, used AAVE. Cedric McClester uses
repetition of lines to convey his message in For Peace Sake (Afflerbach et al., 2011e). Repetition
and resulting rhythm are characteristic of AAVE and the West African oral traditions from which
they originate (Cahnmann, 2000; Okpewho, 1992; Smitherman, 1977). The other inclusion of
AAVE was in Catherine Clinton’s Hold the Flag High. Although there were multiple dialogue
exchanges among African American characters the author only used AAVE once by shortening
going to to gonna as follows, “Tomorrow’s gonna be a big day for us, Ned. You’ll be drumming
us to glory” (Afflerbach, 2011e, p. 211). This single use of AAVE is inconsistent with other
conversations in the text.
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Figure 4.33 Use of character’s native language in sample of Lee County’s core reading program,
Reading Street.
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Cultural values and themes. Authors incorporated 88 examples of cultural values in 51
of the 110 texts within the Lee County sample. As was the case for the Duval and Escambia and
Leon County text samples, the “Community and Family” code was applied most often compared
with other codes in this category. This is evident in Figure 4.34 which shows the number of
examples for each code associated with cultural values in the Lee County sample.
There were six examples of “Respect for Earth” codes in six separate texts. Interestingly,
half of these were occasions in which the characters interacted with whales. Two of those texts,
A Symphony of Whales (Afflerbach et al., 2011a) and Adelina’s Whales (Afflerbach et al., 2011c)
also included cases of “Respect for Elders.” The main idea in Adelina’s Whales, is that the main
character, Adelina, feels honored and grateful that the whales migrate to her area each year. She
takes steps to educate tourists about the whales’ importance and how to protect them. Adelina
also demonstrates respect for her father, but especially her grandfather as she dutifully listens to
his stories that she has heard her entire life. Again, she feels grateful for her family and the role
they play in educating tourists about her beloved whales.
“Community and Family” was the most employed sub-category code within “Cultural
Values” as it was applied 45 times in 37 different texts. 60% of these codes were applied by
White authors and only 11.1% and 13.3% by Hispanic and African American authors,
respectively. However, after normalizing the data to account for the ratio of texts by authors of
each ethnicity/race, the data appears different. Now, just 13.5% of texts coded for “Community
and Family” are by White authors while the proportion by Hispanic and African American
authors rose to 26.3% and 22.1%, respectively.
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Figure 4.34 Number of examples of cultural values in sample of Lee County’s core reading
program, Reading Street.
There were 186 codes for “Theme” across the Lee County text sample. Figure 4.33 shows
the distribution of codes across all the full sample, whereas Table 4.32 displays the number of
texts by authors of each identified ethnicity/race, omitting those texts with no author or authors
for whom ethnicity or race could not be determined, and the themes found in their works.
As is evident in Figure 4.35, students in Lee County were exposed to a greater number of
texts in which themes of education, individualism, and cooperation were present. However, a test
for normality of distribution showed that these values were not outliers and within normal
expectations. Although the data indicates students experienced fewer texts with themes relating
to peace, equality, and freedom, there were also not outliers for the lower end of the distribution.
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Figure 4.35 Number of applications of each theme across all texts in the sample of Lee County’s
core reading program, Reading Street.

Whereas Figure 4.35 provides an overview of themes portrayed throughout the text
sample, Table 4.45 presents the number of applications of thematic codes based on the authors’
ethnicity/race. Again, there were increased code applications for White authors because they
represented an overwhelming majority of texts, yet this table allows for the recognition of
patterns in the sample. For example, in texts by White authors themes regarding capitalism,
retaliation, and safety were evidence in about 27%, 13%, and 23% of texts, respectively, yet they
were nearly absent in texts by authors of other ethnicities/races. Themes of equality were
represented 22% of texts by African American authors and about 14% of those by Hispanic
authors, yet this theme was evident in only 2% of texts by White authors.
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Table 4.45
Coded Themes by Author Ethnicity/Race for Lee County Sample
African
Asian
Hispanic Native
Two or
American
American More
Races
Number Texts
9
2
7
3
3
with Coded
Themes
Capitalism
0
0
1
0
Cooperation
2
0
2
2
Discrimination
1
0
1
1
Education
2
0
4
1
Environmentalism
0
0
0
0
Equality
2
0
1
0
Freedom
1
0
2
0
Friendship
2
1
1
1
Hardship
1
0
0
1
Health
0
0
0
1
Humor
2
0
0
0
Individualism
3
1
1
1
Loneliness
1
0
0
1
Nature's Beauty
0
2
0
0
Patriotism
0
0
1
0
Peace
1
0
0
0
Propriety
1
0
0
0
Religion
2
0
0
0
Retaliation
0
0
0
1
Safety
1
0
0
0

White

48

0
0
0
0
0
0
0
1
2
0
0
1
0
2
0
0
0
0
0
0

13
11
2
11
3
1
6
9
7
2
7
10
2
4
4
1
1
2
6
11

Martin County
Martin County implements Ready Florida LAFS as its core reading series. There were
292 in the criterion sample of which 106 were included in the main content analysis. Table 4.46
displays the number of texts from each genre and grade level included in the main analysis and
criterion sample.
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Table 4.46
Number of Texts Randomly Sampled from the Criterion Sample for the Main Analysis for Martin
County
Criterion Sample
Main Analysis
3rd Total
81
31
Fiction
32
8
Nonfiction
42
14
Poetry
4
4
Drama
3
3
4th Total
104
27
Fiction
36
9
Nonfiction
47
11
Poetry
11
2
Drama
10
5
5th Total
107
48
Fiction
27
15
Nonfiction
64
21
Poetry
9
7
Drama
7
5
Total
292
106

Author and illustrator ethnicity/race. The composition of Ready Florida LAFS is
different than other basal readers in this study. First, the majority of the texts are not written by
known authors. A basic internet search revealed some authors to be freelance writers as
evidenced by LinkedIn profiles, however I was unable to locate information about most. Other
core reading programs include works from best-selling and award-winning children’s authors
such as Patricia Polacco, Gary Paulson, Sara Pennypacker, Mark Teague, Pam Muñoz Ryan,
Seymour Simon, Gary Soto, and Walter Dean Myers, to name a few. For those Ready Florida
LAFS texts authored by more well-known writers, they were not necessarily by children’s
authors. Instead, they featured the works of Shakespeare, Homer, and others.
Second, basal reading programs such as Reading Street, Reading Wonders, and Journeys
introduce readers to the authors and illustrators with an “About the Author/Illustrator” section
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before or after the text. These informative pieces often include a photograph or illustration of the
author and/or illustrator. No such information was included in Ready Florida LAFS. In fact,
illustrators were not recognized within the text section at all. Rather, a list of credits was
included in the back of the text and indicated most of the images were stock images from
companies like Shutterstock and Getty Images.
Because of the unique circumstances stated above, a large percentage of texts, about
71%, from the main analysis were described as having an author of unknown ethnicity or race.
There were only 17 texts in which the ethnicity or race of the author could be determined due to
the fact that he/she was a popular and/or historical figure. 15 of those authors were White and
two were Native American. No other ethnicities or races were represented. As specific
illustrators were not named, there was no analysis of the ethnicity/race of illustrators for the
Martin County reading program.
Character ethnicity/race. The Martin County text sample contained 382 characters
across all 106 texts. Figure 4.36 displays the number off characters by ethnicity/race for the
sample. A test of normality revealed that there were no outliers among the texts for the number
of characters. Therefore, all of the texts within the main analysis sample were included in the
character ethnicity/race data.
There were 97 instances in which the character’s ethnicity or race could not be
determined and 64 instances in which the character was either an animal or some type of
personified object. Of the remaining 221 characters, 163 were White. Stated another way, about
74% of the human characters whose ethnicity or race was apparent were White. African
American characters represented only 2.6% of the total number of characters and 4.5% of human
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characters whose ethnicity or race was apparent. The representation of Hispanic characters was
slightly lower at 2.4% and 4%, respectively.

Character Ethnicity/Race for
Martin County's Text Sample
Number of Characters
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Figure 4.36 Character ethnicity/race represented in the sample of Martin County’s core reading
program, Ready Florida LAFS.

Character language. Seven texts in the Martin County text sample contained examples
of the use of character’s native language. The distribution of instances of the use of characters’
native language is displayed in Figure 4.37. Unlike texts from the Duval (Eagle Song) and Lee
County (Jalapeño Bagels) samples, in which authors incorporated more than one language in a
text, those texts which contained native character languages only included one language per text.
For example, in Human Code Machines, a nonfiction text highlighting the work of the Navajo
during World War II, the Navajo language was the sole native language within the text (Brown
et al, 2016c).
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The two examples of Spanish were found in two separate texts: Cesar Chavez and
Baseball Lesson. In Cesar Chavez, the English translation for la causa, “the cause,” is provided
for the reader immediately following its mention (Brown et al., 2016c). However, in Baseball
Lesson, the author incorporates Spanish language in the dialogue between characters as the
grandmother says, “Ah, Chica, this is your lucky day” (Brown et al., 2016b, p.124).

Number of Instances of Use of
Character's Native Langauge

Author's Use of Native Language
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Figure 4.37 Use of character’s native language in sample of Martin County’s core reading
program, Ready Florida LAFS.

Cultural values and themes. There were 46 examples of cultural values present across
27 of the 106 texts which is represented in Figure 4.38. One code, “Respect for Elders” was not
applied to any text within the sample. As was the case for the previous text samples already
describe, “Community and Family” was coded more often than the other subcategories in the
group and comprised about 43% of the total number of applications.
Due to the lack of data regarding author ethnicity/race, it was difficult to ascertain the
extent to which certain cultural values were promoted, or ignored, by authors of various
ethnicities/races. However, connections can be made between the cultural values represented and
the ethnicity/race of characters in the text. When specifically searching for how the cultural
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values of minoritized individuals were portrayed, I was disappointed to discover that there were
but two instances of “Community and Family” in texts depicting minoritized characters.

Inclusion of Cultural Values in Martin County Text
Sample
Number of Examples of Cultural Values
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Figure 4.38 Number of examples of cultural values in sample of Martin County’s core reading
program, Ready Florida LAFS.

All possible themes were coded at least once in the Martin County text sample with the
exception of “Patriotism,” which was not evident in any of the texts. A total of 182 themes were
present in 89 texts. Figure 4.39 displays the number of times each theme was coded within the
sample. As is evident from the graph, the theme of “hardship” was more prevalent than other
themes. In a test of normality, it was determined that the application of this theme was beyond
the normal range. The mean number of applications for theme was 7.5 with a standard deviation
of 7.40. As such, the number of applications of hardship was more than three standard deviations
beyond the mean. All other codes fell within the normal range and each represented less than
10% of the total codes for theme.
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Application of Codes for Theme in the Martin
County Text Sample
Number of Code Applications
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Figure 4.39 Number of applications of each theme across all texts in the sample of Martin
County’s core reading program, Florida Ready LAFS.

Unfortunately, because of the lack of information regarding author ethnicity/race, it was
once again beyond my means to identify the extent to which particular themes were advanced or
disregarded by authors of certain ethnicities/races. Therefore, unlike the other counties in this
section there is no table displaying author ethnicity/race and use of themes within texts.
Orange County
The main content analysis for Orange County’s core reading curriculum, Florida
Journeys, included 79 texts randomly sampled from the 158 texts in the criterion sample. Table
4.47 provides the number of texts used in the main analysis within each genre compared to the
total amounts in the criterion sample.
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Table 4.47
Number of Texts Randomly Sampled from the Criterion Sample for the Main Analysis for Orange
County
Main Analysis
Criterion Sample
3rd Total
22
43
Fiction
5
17
Nonfiction
14
19
Poetry
2
4
Drama
1
3
4th Total
32
59
Fiction
6
11
Nonfiction
16
26
Poetry
9
18
Drama
0
4
5th Total
25
56
Fiction
9
15
Nonfiction
7
22
Poetry
6
14
Drama
3
5
Total
79
158
Author and illustrator ethnicity/race. Orange County’s core reading program, Florida
Journeys, consists of basal readers, which, like others in this study, include short biographies of
the authors and/or illustrators of selected texts. These “Meet the Author” and “Meet the
Illustrator” sections occur prior to the text and often feature a photograph of the individuals.
In some instances, the ethnicity or race of the authors and illustrators were included in
these brief biographical sketches. For example, the basal reader authors describe Louise Erdrich,
author of The Birchbark House, as “a member of the Turtle Mountain Band of Ojibwe”
(Baumann et al., 2014d, p. 668). However, when ethnicity or race was not directly identified, I
used and basic internet searches to determine author and illustrator ethnicity/race.
Three of the 79 texts in the Orange County main analysis did not have a named author.
Figure 4.40 is a graphical representation of author ethnicity/race of the remaining 76 texts. Two
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thirds of the texts in the analysis were written by White authors. 11.7All other represented
ethnicities/races accounted for less than 10% of the total number of authors. For example, only
9.2% of the texts in the analysis were written by Hispanic authors. African American authors
comprised just 10% of the authors in the analysis. Similar to the data from Lee County, although
the proportion of texts by minoritized authors was slightly higher for Orange County, it was still
not representative of the population of students in the low 300 schools who used the texts.

Author Ethnicity/Race for
Orange County's Text Sample
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Figure 4.40. Author ethnicity/race represented in sample of Orange County’s core reading
program, Florida Journeys.

Less than half of the texts recognized illustrators/photographers associated with the
writing. Figure 4.41 displays the distribution of illustrator ethnicity/race across the 33 texts in
which they were named. More than 75% of the illustrators were White. African American and
Hispanic illustrators each accounted for just 3% of the total within the main analysis.
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Illustrator Ethnicity/Race for
Orange County's Text Sample
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Figure 4.41. Illustrator ethnicity/race represented in sample of Orange County’s core reading
program, Florida Journeys.

Character ethnicity/race. There were 395 characters in the Orange County main
analysis sample. Again, I conducted a test of normality to ensure the number of characters within
each text was within the normal distribution so as not to skew results. I determined three texts,
My Librarian is a Camel: How Books Are Brought to Children Around the World (Baumann et
al., 2014c) , The Ever-Living Tree: The Life and Times of a Coast Redwood (Baumann et al.,
2014c), and Vaqueros: America’s First Cowboy’s (Baumann et al., 2014d), to be outliers with
more characters than would be expected within a normal distribution. These texts had 24, 17, and
15 characters, respectively and, although they will not be included in the analysis of character
ethnicity/race, they will be included in the analyses of theme, character language, and
representation of cultural values.
After removing the three outlying texts as well as those with no characters, there were 71
texts containing 339 characters. For 68 of the characters, ethnicity or race was indeterminable,
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leaving 271 characters whose ethnicity or race was identified in the course of the analysis.
Nearly half, 48.7%, of these characters were White. Hispanic characters accounted for 7.7% of
the characters whose ethnicity or race was identifiable whereas African American characters
accounted for slightly more, 12.5% of the total. Figure 4.42 is a graphic representation of the
distribution of character ethnicity/race within the sample from Orange County’s core reading
program.

Character Ethnicity/Race for
Orange County's Text Sample
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Figure 4.42 Character ethnicity/race represented in the sample of Orange County’s core reading
program, Florida Journeys. Three texts were eliminated because the number of characters in the
texts did not fall within the normal curve. They were determined to be outliers in terms of the
number of characters represented, but they are still considered when analyzing themes and other
patterns related to culturally relevant curricula.

Character language. Eight different languages were present within 11 of the 79 texts for
a total of 48 instances of native language use. Figure 4.43 illustrates the number of instances
each native language was used. Two texts accounted for half of all of the instances of native
language inclusion. Vaqueros: America’s First Cowboys and Off and Running each had 12
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examples of the use of native language (Baumann et al., 2014d). Both texts were written by
Hispanic authors.
Gary Soto, author of Off and Running, incorporated Spanish and AAVE in his characters’
dialogues. Rudy, one of the main characters in the story addresses his classmates, “Yeah gente!
Instead of just fifteen minutes, I’m going to ask the principal for twenty – at least! Maybe even
half an hour, homeboys!” (Baumann et al., 2014d, p. 91). This sentence was coded for Spanish
(gente) and AAVE (homeboys).
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Figure 4.43 Use of character’s native language in sample of Orange County’s core reading
program, Florida Journeys.
Cultural values and themes. With the exception of “Respect for Elders,” all possible
codes for “Cultural Values” were applied within the main analysis of the Orange County core
reading curriculum. Figure 4.44 displays the number of occurrences for each code. “Community
and Family” was applied more than any other code within this set and was exemplified in various
contexts. In Lewis and Clark, the familial relationship between Sacagawea and her brother, Chief
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Cameahwait, led to the Shoshone people cooperating with and assisting the explorers on their
mission west (Baumann et al., 2014d).
In Claire Hartfield’s Me and Uncle Romie, Hartfield illustrates the importance of family
as the main character, James, spends the summer with his aunt and uncle in Harlem as his
parents prepare for the arrival of twins in their North Carolina home (Baumann et al., 2014c).
The Harlem community embraces James, including him in games of stickball and rooftop
barbeques. Hartfield includes examples of music and food as well, describing street musicians
playing saxophones and Aunt Nanette making James a Caribbean lemon and mango cake for his
birthday

Inclusion of Cultural Values in Orange County Text
Sample
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Figure 4.44 Number of examples of cultural values in sample of Orange County’s core reading
program, Florida Journeys.

Of the 79 texts in Orange County main analysis sample, 69 contained themes present in
the coding frame. Figure 4.45 displays the distribution of the 161 themes coded across the text
set. The most common theme, cooperation, was identified in about 28% of the texts containing
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themes. Cooperation was demonstrated through examples of friendship as in the case of Pop’s
Bridge, by Eve Bunting, where the two main characters work together to complete a puzzle
while their fathers work together as part of the team building the Golden Gate Bridge (Baumann
et al., 2014a). Cooperation was also evident in instances in which characters worked together for
a more nefarious purpose as in LAFFF, by Lensey Namioka, in which the two main characters
work together to cheat so that one is able to win a writing contest (Baumann et al., 2014d).
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Figure 4.45 Distribution of themes across texts in the Orange County text sample.

Whereas Figure 4.45 provided the graphical representation of themes across the Orange
County sample, Table 4.48 displays the coded themes along with author ethnicity/race for the
purpose of identifying possible patterns in the data. As with other core reading program samples
in which the majority of texts were by White authors, there are more themes associated with
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White authors for Florida Journeys than for other ethnicities or races. However, certain themes,
such as capitalism, individualism, and environmentalism do not appear at all in texts by African
American authors but were identified in multiple texts by White authors.
Conversely, freedom was coded in four texts all of which were written by Hispanic or
African American authors who together had a total of 13 texts in the text sample. Therefore,
about 31% of the texts written by Hispanic and African American authors included references to
freedom. Comparatively, of the 40 texts written by White authors, none included messages of
freedom. Even texts centered on events related to the American Revolution such as Can’t You
Make Them Behave, King George by Jean Fritz and Tea Time by Lawrence Tolbert focused on
hostilities and portrayed retaliation, not the spirit of freedom (Baumann et al., 2014d).
Palm Beach County
The reported curricular materials utilized in Palm Beach County were unusual when
compared with the reading programs used in other counties. According to the 2016-2017 reading
plans submitted to the state department of education, Palm Beach County used Scholastic Mentor
Texts as the core reading materials. The greatest differences between the reading plans of Palm
Beach County and the other counties in this study are the number of texts and types of texts.
Whereas the reading programs of all other counties included over 100 texts, there were
only 18 texts in the Scholastic Mentor Texts. Likewise, the other reading programs featured at
least one example of each genre: fiction, nonfiction, poetry, and drama, yet the reading program
for Palm Beach County only provided students with examples of fiction and nonfiction.
All 18 texts were included in the criterion sample as the ethnicity or race of the authors
and illustrators were easily discernable through basic internet searches and biographical
information on the individuals’ web pages. Nine texts were randomly sampled from the 18 in the
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criterion sample. Table 4.49 shows the number of texts for each grade level and genre in the
criterion sample and those used for the main analysis.

Table 4.48
Coded Themes by Author Ethnicity/Race for the Orange Text Sample
African
Asian Hispanic Indian Native
American
American
Number Texts
with Coded
Themes
Capitalism
Cooperation
Discrimination
Education
Environmentalism
Equality
Freedom
Friendship
Hardship
Health
Humor
Individualism
Loneliness
Nature's Beauty
Patriotism
Peace
Propriety
Religion
Retaliation
Safety

11
0
2
1
1
0
1
2
1
0
0
1
0
0
0
0
0
0
1
0
1

4
0
1
0
1
0
0
0
1
0
0
0
0
1
0
0
0
0
0
0
0

13
1
2
1
1
1
0
2
0
1
0
0
0
0
1
2
0
0
1
0
0

3
0
0
0
1
0
0
0
0
1
0
0
1
0
0
0
0
0
0
0
0
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3
0
0
0
0
0
0
0
0
0
0
0
0
0
1
0
0
0
0
2
0

Two or
More
Races

White

5
1
1
1
0
0
0
0
1
1
0
0
0
0
0
0
0
0
0
0
0

89
9
6
3
7
5
2
0
4
10
1
6
6
5
5
2
3
1
3
5
6

Table 4.49
Number of Texts Randomly Sampled from the Criterion Sample for the Main Analysis for Palm
Beach County
Main Analysis
Criterion Sample
3rd Total
2
6
Fiction
1
4
Nonfiction
1
2
4th Total
5
6
Fiction
2
3
Nonfiction
3
3
5th Total
2
5
Fiction
1
3
Nonfiction
1
3
Total

Author and illustrator ethnicity/race. Palm Beach county had fewer texts within its
reported reading program and, therefore, there were fewer opportunities for students to encounter
authors and illustrators representing ethnicities and races other than European-American and
White. The pattern of disproportional representation of White authors and illustrators compared
to those of other races is evident for Palm Beach County as it was for the previous counties. This
disproportionality is evident in Figures 4.46 and 4.47. Figure 4.46 shows of the nine texts in the
main analysis, seven were written by White authors. One text, If Kids Ran the World, was written
by Leo Dillon, the first African American to be awarded the Caldecott Medal (Horning, 2015).
Steve Jobs was the only text from the main analysis to not name an illustrator or
photographer. The images for the remaining eight texts were all created by White individuals. In
fact, of the 18 texts which comprise the Scholastic Mentor Texts, there was only one illustrator,
Kadir Nelson, who is not White.
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Figure 4.46 Author ethnicity/race represented in a sample of texts from Scholastic Mentor Texts
used by Palm Beach County.
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Figure 4.47 Illustrator race represented in a sample of texts from Scholastic Mentor Texts used
by Palm Beach County.

Character ethnicity/race. There were 87 characters coded in nine texts which comprised
the Palm Beach County main analysis sample. Although there was a wide range of characters,
from three to 25, a test of normality indicated that there were no outliers within the group.
Therefore, all texts were included in this portion of the data analysis.
Figure 4.48 shows the racial groups represented in the texts and the number of characters
within each group. As is consistent with the data from the other counties, there were more White
characters in the texts than any other race within the sample. Furthermore, when the non-human
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characters are disregarded, there are more White characters than characters of all other races
combined.
There were 63 characters whose races were identifiable by the methods explained in the
previous chapter. As such, just 1.6% of all characters in the sample were African American.
Although it appears Native Americans comprise a larger portion of the total characters
represented, 14 of the 15 instances occur in the text Season of the Circle by Joseph Bruchac. In
this text, Bruchac describes the traditions of various Native American tribes.
Like the proportion of Native American characters, there appears to be greater proportion
of Middle Eastern characters when compared to other counties’ text samples as 7.9% of the
characters in the main analysis sample were Middle Eastern. Yet further investigation reveals
four of the five characters were from a single text, What’s New? The Zoo! A Zippy History of
Zoos, which describes the origins of zoos particularly in the Middle East and Asia. This text
consisted of 25 total characters, none of which would be classified as a main character.
Character language. Within the main analysis sample for Palm Beach County, there
were no instances in which author’s employed the use a character’s native language. If this
sample is truly representative of the Scholastic Mentor Texts, it is possible students in third
through fifth grades are not exposed to any languages other than English in their core reading
program.
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Figure 4.48 Character ethnicity/race represented in a sample of texts from Scholastic Mentor
Texts used by Palm Beach County.

Cultural values and themes. Four of the nine texts within the Palm Beach County text
sample included examples of cultural values. Within the four texts, there were 10 codes applied,
and as was the case in all other counties previously discussed, the “Community and Family”
value was most prevalent. Unlike the other counties, “Respect for Earth” was as evident as
examples of “Community and Family.” Figure 4.49 shows the number of examples of cultural
values within the Palm Beach text sample.
Most of the examples of cultural values in the Palm Beach sample were found in Joseph
Bruchac’s Seasons of the Circle, which contained six of the 10 codes for cultural values. Seasons
of the Circle contained examples for each code within the cultural values category except
“Music” and “Clothing.” As Bruchac presents each month of the year, he describes the traditions
of various Native American tribes. As a result, Palm Beach County students learn the sports and
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games of the Mohawk, the custom of the Apache Spirit Dancers, and storytelling of a Lakota
elder.
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Figure 4.49 Number of examples of cultural values in sample of Palm Beach County’s reading
program, Scholastic Mentor Texts.
All nine texts in the Palm Beach County sample contained one or more themes with a
total of 34 themes across the sample. Figure 4.50 shows the distribution of themes across the
sample of texts. Four themes, “discrimination,” “equality,” “patriotism,” and “propriety,” were
completely absent from the Scholastic Mentor Texts sample.
“Cooperation” was the most common theme, appearing in five of the nine texts, followed
by “capitalism” in four texts and “friendship” in three texts. If Kids Ran the World, by Leo and
Diane Dillon contained over 25% of the coded themes for the entire sample. In the text, they
represent themes such as “peace,” “religion,” and “freedom” by describing a world without wars
in which people are free to practice their preferred religion without fear or hostility.
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Sample
Number of Texts

6

5

5

4

4

3

3
2
1

2
1

1

1

1

2

2

2

2

2

2

2

1

0

Figure 4.50 Distribution of themes in sample of Palm Beach County’s reading program,
Scholastic Mentor Texts.

Due to the lack of diversity among authors in the sample, it seemed unnecessary to
produce a table comparing text themes and author race. Essentially, each of the themes
represented in in Figure 4.49 were advanced by White authors. Interestingly, none of these
authors incorporated themes of “discrimination” or “equality.”
Volusia County
A total of 83 texts were included in the main analysis of Volusia County’s core reading
program, Florida Treasures. Table 4.50 presents a comparison of the number of texts from each
genre used for the main analysis and the number of within the criterion sample.
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Table 4.50
Number of Texts Randomly Sampled from the Criterion Sample for the Main Analysis for Volusia
County
Main Analysis
Criterion Sample
3rd Total
34
52
Fiction
13
21
Nonfiction
16
22
5
Poetry
8
0
Drama
1
4th Total
25
53
7
Fiction
24
17
Nonfiction
24
1
Poetry
5
0
0
Drama
5th Total
24
60
Fiction
7
24
Nonfiction
15
29
Poetry
2
6
Drama
0
1
Total
83
165

Author and illustrator ethnicity/race. Florida Treasures, like Reading Street, Florida
Journeys, and Wonders, is a basal reading program and is published by McMillan/McGraw-Hill.
Like the other basal reading programs, Florida Treasures provided readers with information
about the authors and illustrators for many of the reading selections. When present, this
biographical information was found immediately following the reading selection and had clever
titles related to the story. For example, Cook-Doodle-Doo, a story about animals baking a cake,
is followed by a section titled What’s Cookin’ with Janet and Susan? which provides a brief
biographical sketch of the author and illustrator (August, et al., 2011b). Author and illustrator
ethnicity/race was determined using photographs accompanying biographic information within
Florida Journeys as well as simple internet searches.

201

Of the 83 texts, 36 had named authors whose ethnicities or races were able to be
determined by the means previously described. 22 of the texts had no author listed. For another
19 texts, there was insufficient information to determine the author’s ethnicity or race. 80.6% of
texts in which the author’s ethnicity or race could be determined were written by White authors
compared to 16.7% and 2.8% African American and Hispanic authors, respectively. Figure 4.51
illustrates the number of authors of each represented ethnicity/race within the main analysis.
As observed in the data for the other counties, fewer illustrators were named when
compared with the number of authors. Figure 4.52 shows the ethnicity/race of illustrators within
Volusia County’s text sample. Ethnicity or race was determined for 22 illustrators; 81.8% of
those were White compared to 13.6% and 4.5% African American and Asian, respectively.
Ethnicity or race was determined for 22 illustrators; 81.8% of those were White compared to
13.6% and 4.5% African American and Hispanic, respectively.

Author Ethnicity/Race for
Volusia County's Text Sample
35
29

Number of Texts

30
25
19

20
15
10
5

6
1

0
Hispanic

African American

Unknown

White

Figure 4.51 Author ethnicity/race represented in sample of Volusia County’s core reading
program, Florida Treasures.
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Number of Texts

Illustrator Ethnicity/Race for
Volusia County's Text Sample
20
18
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8
6
4
2
0

18

3
1
Asian

African American

White

Figure 4.52 Illustrator ethnicity/race represented in sample of Volusia County’s core reading
program, Florida Treasures.
Character ethnicity/race. The main analysis sample of Volusia County’s Florida
Treasures contained 412 characters. However, three texts were eliminated from the analysis of
character ethnicity/race as the number of characters in each was determined to be an outlier when
tested for normality. And Still More Tales (August, et al., 2011c) and A Tale Told Round the
World (August, et al., 2011d), both of which were about versions of Cinderella from around the
world, had 16 characters each. My Brothers’ Flying Machine (August, et al., 2011c) had 14
characters. As with the analyses of the previous reading programs, these texts were still included
in the analysis of themes and patterns aligned with the tenets of cultural relevancy.
Figure 4.53 displays the distribution of characters’ ethnicities/races of the remaining 366
characters within the sample. For 81 characters, ethnicity or race could not be determined.
Another 67 characters were either animals or some type of personified object, such as the
scarecrow in Scarecrow’s Helper (August, et al., 2011c). From the initial count of characters,
218 were humans whose ethnicity or race was determined. 155 of those characters, or 71.1% of
the remaining sample, were White compared to 18.3% African American and 6.4% Hispanic.
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Number of Characters

Character Ethnicity/Race for
Volusia County's Text Sample
180
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140
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80
60
40
20
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155

63
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40
1

1
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4

5

8

11
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14

21

Figure 4.53 Character ethnicity/race represented in the sample of Volusia County’s core reading
program, Florida Treasures. Three texts were eliminated as the number of characters in the
stories were determined to be outliers. These texts were still considered for analysis of themes
and patterns related to the tenets of cultural relevancy.
Character language. There were nine instances of the use of a character’s native
language across six texts. Figure 4.54 shows the number of instances in which a character’s
language was used. Spanish was the most frequently included language representing six of the
nine occurrences. Four of these were from the text Bravo, Tavo! (August, et al., 2011d).
Although Spanish was incorporated more than other languages, it was only present in three texts,
or 3.6% of the sample. There were no instances of the use of AAVE.
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Author's Use of Native Language
Number of Instances of Use of
Character's Native Language

7
6

6
5
4
3
2
1

1

1

1

English

French

Jamaican

0
Spanish

Figure 4.54 Use of character’s native language in sample of Volusia County’s core reading
program, Reading Treasures.

Cultural values and themes. Cultural values were portrayed 46 times across 30 texts.
Figure 4.55 displays the number of examples for each cultural value identified. As observed in
the data from other counties, “Community and Family” was coded more often than the other
values and represented half of all the codes for cultural values within the sample.
The Jones’ Family Express by Javaka Steptoe depicted more cultural values, six total,
than the other texts. In addition to “Community and Family” which was woven throughout the
texts as the family prepared for a block party and welcoming a family they had not seen in some
time, Steptoe incorporated “Respect for Elders,” “Tradition,” “Games and Sports,” “Food,” and
“Music.” For example, Steptoe represents “Respect for Elders” as the main character listens
politely to the elderly store clerk, Mr. Perkins, even though his voice reminds the main character
of nails on a chalkboard. “I listened politely… ‘Thank you,’ I said finally” (August, et al., 2011a,
p. 365).
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Inclusion of Cultural Values in Volusia County
Text Sample
Number of Examples of Cultural Values

25

23

20

15

9

10

4

5
1

2

2

Food

Games and
Sports

5

0
Respect for
Earth

Respect for
Elders

Music

Tradition

Community
and Family

Figure 4.55 Number of examples of cultural values in sample of Volusia County’s core reading
program, Florida Treasures.

There were 157 themes present across 70 of the 83 texts. All possible themes were
represented with the exception of “Peace.” Figure 4.56 illustrates the distribution of themes
across the sample. “Hardship” and “Cooperation” were the two most frequently coded themes
whereas “Freedom” and “Health” were the least prevalent themes each occurring only once
across the sample.
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Themes Present in Volusia County Text Sample
25
21

Number of Texts
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Figure 4.56 Number of applications of each theme across texts in the sample of Volusia
County’s core reading program, Florida Treasures.

It is difficult to compare themes as portrayed by authors of various ethnicities/races
because the lack of texts by minoritized authors when compared with those by White authors.
However, some patterns surfaced as evidenced in Table 4.51. For example, there were six texts
by African American authors, one of which included a theme of “Equity” yet none of 29 texts by
White authors incorporated this theme. Alternatively, some themes were only present in texts by
White authors and did not appears in the seven texts by minoritized authors. These themes
included “Environmentalism,” “Loneliness,” and “Nature’s Beauty.”
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Table 4.51
Coded Themes by Author Ethnicity/Race for the Volusia County Text Sample

Number of Texts
with Coded
Themes
Capitalism
Cooperation
Discrimination
Education
Environmentalism
Equality
Freedom
Friendship
Hardship
Humor
Individualism
Loneliness
Nature's Beauty
Propriety
Religion
Safety

African
American

Hispanic

White

17
1
2
2
3
0
1
1
2
1
1
0
0
0
1
1
1

3
0
1
0
0
0
0
0
0
1
0
1
0
0
0
0
0

60
6
10
1
6
2
0
0
4
10
4
5
5
4
1
0
2

Summary
Within the study population there was a strong negative correlation between the rate of
minoritized students and the sum of FSA Reading Achievement scores and learning gains used to
determine state ranking for the study population. When low 300 schools were considered, there
was an even stronger negative correlation. For schools not among the lowest performing in the
state, there was a moderate negative correlation but at a p value greater than the preferred p <
0.01. The same patterns of correlation were observed for the rates of students living in poverty
and the sum of FSA Reading Achievement scores and learning gains for the population, low 300
schools, and non-low 300 schools. For the place sample, the nonexperimental regression analysis
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suggested increased rates of minoritized students predicts decreased values for sums of scores
used to determine state ranking for the study population.
Spatial autocorrelation data suggested that low 300 schools were not randomly
distributed about the districts in Escambia, Lee, Leon, and Orange counties. Due to the small
number of schools in Martin County compared to the others in this study and that it housed just
one low 300 school, random distribution of low 300 schools about the district could not be
determined. However, the spatial autocorrelation data obtained by using the sums of FSA
Reading Achievement scores and learning gains rather than low 300 identification indicated that
the scores were not randomly distributed. Local indicators of spatial analysis showed six of the
eight districts (Duval, Escambia, Lee, Leon, Orange, and Palm Beach) contained one or more
clusters of low 300 schools.
Although there were eight districts in the place sample, there were seven text sets in the
curriculum sample as Escambia and Leon County shared the same core reading program.
Perhaps unsurprisingly, White authors wrote the majority of texts examined in this study. The
proportion of texts by White authors ranged from a low of 63.8% in Lee County to a high of
81.8% in Volusia County. For African American authors, the range was 6.1% in Duval County
to 13.6% in Volusia County. Finally, there were no Hispanic authors in the Palm Beach County
text sample. The largest percentage of Hispanic authors was found in the Orange County sample
in which they comprised 11.7% of the authored texts.
Following in the same pattern, White characters were the most often represented
ethnicity/race in all of the text samples. However, a second interesting pattern was also revealed.
With the exception of Native American characters in the Palm Beach County sample, animal
characters outnumbered minoritized characters in every single text sample. Put another way,
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minoritized students were more likely to see stories featuring animals than character who
represented their ethnicity and/or race.
Both Spanish and AAVE were found in most text samples and cultural values related to
community and family were apparent across all text sets. The related theme of cooperation was
among the top five coded themes in each of the samples. Other prevalent themes included
capitalism, hardship, and individualism which were each among the top five coded themes for
five text samples. In the following chapter, I will synthesize this data as it relates to the context
of the study and previous research presented the literature review.
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CHAPTER FIVE:
DISCUSSION OF FINDINGS
Overview of Study
The purpose of this study was to investigate the enactment of Florida’s extended reading time
(ERT) policy through the guiding research question: How is Florida’s ERT policy enacted in
recognition of ethnic, socioeconomic, and geographic diversity? and the sub-questions:
•

How is ERT distributed demographically, by socioeconomic status, and geographically?

•

To what extent are core reading program materials used in low 300 schools representative
of the tenets of culturally relevant education?
Taking a critical approach, I acted as bricoleur blending methods to address my research

question and sub-questions adequately and appropriately. I used critical geographic information
systems (GIS) to develop maps illustrating the demographic, socioeconomic, and geographic
distributions of low 300 schools within the criterion-based place sample. Simultaneously, for
each district in the study sample, I conducted a critical content analysis of the core reading
programs as self-reported to the Florida Department of Education. The core reading materials are
used for instruction in English Language Arts (ELA). The ELA scores from the Florida
Standards Assessment (FSA) are used to rank Florida’s public elementary schools from highest
to lowest with the lowest 300 mandated to provide an extra hour of reading instruction to
students.
I developed the procedures for conducting the critical content analysis by drawing from the
research and previous studies by Hsieh and Shannon (2003) Mayring (2014), Schreier (2013),
Weber (1990), and White and Marsh (2006). Materials for analysis included student materials
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from each core reading program for grades three, four, and five as they are the students whose
FSA performance determine schools’ rankings. Figure 3.4 shows the procedure used for content
analysis. Figure 3.5 provides a detail description of the establishment of the coding frame. Both
figures are located in chapter three in which I explain the procedure for content analysis and
development of the code frame in greater detail.
Demographic and Socioeconomic Distribution of ERT
Macro- and Meso-Level Policy Enactment
When viewing Florida’s ERT policy at the macro-level of enactment, there is evidence to
suggest overrepresentation of minoritized students in schools ranked among the 300 lowest
performing in the state, and thus determined to provide students with an additional hour of
reading instruction. Figure 5.1 shows the mean percentages of minoritized students at the state
level, for districts with no low 300 schools, for districts with low 300 schools, and for only the
low 300 schools for the 2016-2017 school year.
At the state level, the mean proportion of minoritized students in low 300 schools was
75.35% compared to 45.14% of the overall public elementary population. Districts without low
300 schools contained an even smaller percentage of minoritized students as just 31.62% of their
student populations were identified as non-White. At the school district, or county level, the
mean population of minoritized students in counties with low 300 schools was 56.09%. Again,
when compared with 75.35% of the population at within low 300 schools, this difference
indicates an overrepresentation of minoritized students within low 300 schools. Minoritized
students represented just 31.62% of students in non-low 300 schools and 75.35% in low 300
schools, the data suggests the possibility of segregation of minoritized students into low 300
schools.
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Mean Percentages of Minoritized Students and
Students Receving Free and Reduced Lunch
During the 2016-2017 School Year in Florida
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Figure 5.1 Mean percentages of minoritized students and students living in poverty as
proportions of the state public elementary school population as well as the populations of nonlow 300 and low 300 districts. The final column shows the proportion of students within low 300
schools only.
Research shows school segregation is multidimensional occurring on the basis of
ethnicity/race and socioeconomic status (SES) (Ayscue et al., 2018; Goldring et al., 2006;
Orfield & Lee, 2005). The data in Figure 5.1 illustrates the multidimensionality of segregation
with respect to Florida’s ERT policy. Using FRL as a proxy for poverty, the proportion of
students living in poverty at the overall state level and within non-low 300 and low 300 districts
were 77.26%, 79.54%, and 75.40%, respectively. However, that rate increases to 95.53% for low
300 schools across the state.
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To narrow the focus of this study, I derived a place sample based on those districts in
which the rate of minoritized students was a greater predictive factor of lower scores used to rank
schools than the rate of students living in poverty. For 29 counties, the proportion of students
living in poverty was more predictive of lower scores than was the proportion of minoritized
students. The eight remaining districts, Duval, Escambia, Lee, Leon, Martin, Orange, Palm
Beach, and Volusia constituted the place sample for this research.
As expected, based on the criterion sampling strategy, the proportion of minoritized
students and students living in poverty, as determined by the percentage of students receiving
FRL, was greater for the low 300 schools than at the district level overall. Figure 5.2 illustrates
the differences between the student populations at the district level and within low 300 schools.
Percentages of minoritized students ranged from 42.43% to 73.76% at the district level and from
75.54% to 95.20% within the low 300 schools. A similar trend was observed regarding the
percentage of students living in poverty as the values ranged from 63.40% to 84.03% at the
district level and 91.86% to 100% for the low 300 schools.
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Comparrison of Populations of Minoritized
Students and Students Receiving Free and
Reduced Lunch During the 2016-2017 School
Year in Florida
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Figure 5.2 Mean percentages of minoritized students and students living in poverty as
percentages of public elementary school district populations within the study compared with
those of low 300 schools within each district.

There were 109 schools in the place sample Table 5.1 shows each district with the total
number of schools and the number of low 300 schools. Duval, Orange, and Palm Beach County
each had schools with minoritized student populations of 99% or more which mirrors the
findings of Orfield and Ee regarding apartheid schools in Florida (2017). However, Orfield and
Ee also found apartheid schools in Leon County, which was not evident in this study for the
county at large or within the low 300 schools. It is possible the apartheid schools in Orfield and
Ee’s 2017 publication were at the middle and high school level, and therefore not within the
place sample of this study, or there was a shift in the distribution of the minoritized student
population in Leon County between the 2014-2015 school year and the 2016-2017 school year.
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Together, Figure 5.2 and Table 5.1 illustrate the pattern of increased representation of
minoritized students and students living poverty in low 300 schools compared to the overall
district population for study sample.
Table 5.1
Total Number of Schools and Number of Low 300 Schools in Place Sample
District
Number
>80%
>90%
>99%
>80
of Low
Minoritize Minoritized Minoritized
%
300
d Students
Students
Students
FRL
Schools
Duval
28
23
13
2
28
Escambia
11
5
3
0
11
Lee
9
7
4
0
9
Leon
5
4
4
0
4
Martin
1
1
0
0
1
Orange
22
21
19
4
21
Palm Beach 28
28
27
3
28
Volusia
5
2
0
0
5
Total
109
91
71
14
78

>90
%
FRL

>99
%
FRL

28
11
9
4
1
20
28
3
49

28
11
8
4
1
18
2
0
5

As detailed in previous chapters I selected two methods of spatial pattern analysis, spatial
autocorrelation using Moran’s I and high/low clustering as a means of illustrating the geographic
distribution of low 300 schools. Using Moran’s I, a test of spatial randomness, I determined that
low 300 schools in Escambia, Lee, Leon, and Orange County were not randomly dispersed. Low
300 schools in these counties were clustered together at the overall county level. Because Martin
County had only one low 300 school, I chose to use the sum of FSA score for reading
achievement and learning gains which is used to rank the schools and identify the lowest 300.
This data indicates that similar sums of scores are likely not randomly distributed. These findings
echo the results reported by Borman et al. (2004) regarding the 1999-2000 Florida
Comprehensive Assessment Test (FCAT), a precursor to FSA. In their study, they determined
racial composition and the extent to which a school was Black segregated predicted passing rates
on FCAT (2004). Likewise, for the districts selected for the place sample the rate of minoritized
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students was the overall predictive factor for ranking among the lowest performing 300 schools
in the state based on FSA reading scores.
Although low 300 schools in Duval and Palm Beach County were found to be randomly
distributed using a global spatial analysis measure, there was evidence of clustering at the local
level. Volusia County was the only district in the sample in which the distribution of schools
appeared to random and there was no evidence of local clustering. There was no evidence of
local clustering for Martin County because there was only one low 300 school.
The data presented in the maps in chapter four reveals a pattern of low 300 schools
clustered within urban or metropolitan areas. Additionally, these schools have populations in
which minoritized students and those receiving free and reduced lunch make up the majority. For
example, in Duval County, the cluster of low 300 schools ranged from the Urban Core on the
northern edge of Jacksonville to west and south following I-295. There were 18 schools within
this group all of which had 100% free and reduced lunch rates. Minoritized students comprised
between 76.1% and 99.3% of their school populations with 12 of the 18 at 90% or more.
In contrast to the low 300 schools described above, a cluster of non-low 300 schools was
identified in the beachside communities southeast of Jacksonville. There were 14 schools in this
cluster in which the population of minoritized students ranged from 18.0% to 50.0% and the
percentage of students receiving free and reduced lunch ranged from 3.2% to 51.7%. Only one of
the 12 schools within the cluster had a FRL rate of over 50%.
In each county where local clustering was evident, the clusters of low 300 schools were
in and around metropolitan areas like Pensacola, Fort Myers, Tallahassee, Orlando, and West
Palm Beach whereas the clusters of non-low 300 schools were located in suburban areas such as
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Cape Coral in Lee County, Ocoee, Windemere, and Winter Garden in Orange County, Deer Lake
in Leon County, and Boca Raton, Loxahatchee, and Wellington in Palm Beach County.
Implications of Patterns of Segregation
The data obtained within this study indicates disparities between the proportion of
minoritized students and students living in poverty when comparing the populations of low 300
schools and those not ranked among the 300 lowest performing elementary schools in the state.
The data revealed that all schools within this study had populations in which minoritized students
and those living in poverty were the majority of the student body. However, it cannot be stated
that all schools with in which a majority of the population are minoritized students and/or
students living in poverty are low 300 schools. As evidenced by the maps in chapter four, there
were schools in the place sample with populations of minoritized students and those living in
poverty that were greater than the district average and were not among the 300 lowest
performing in the state. Therefore, a suggestion for further research, as explained in greater detail
within this chapter, is to investigate the enactment of the ERT mandate at a micro-level by
exploring factors leading to low-300 ranking within individual schools of a single district.
For three districts, Duval, Escambia, and Leon, mapping the demographic distribution of
low 300 schools revealed Black students were always the majority population. However, in Lee,
Orange, and Palm Beach County, include schools in which Hispanic students are the majority.
As Orfield and Ee explained, the Hispanic population has been growing since the 1960s, both
nationwide and in Florida, and, as a result of this increase and the lack of recognition related to
desegregation laws, Hispanic students are likely to attend segregated schools (2017). Evidence
from this study and the work of other scholars in the field (i.e., Borman et al., 2004; Orfield &
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Ee, 2017; Orfield & Lee, 2005) illustrate a pattern of isolation or lack of exposure to White
students and those not living in poverty.
Numerous scholars have investigated and reported on the effects of ethnic/racial
segregation in and of itself as well as when compounded with segregation by socioeconomic
status. Based on the patterns of segregation within the low 300 schools in this study, it is possible
that some or all the following effects could be experienced by students in these schools. First,
and unsurprising considering the result of this study, research shows students in segregated
schools receive a lower quality of education according to the results of high-stakes state
assessments (Ayscue et al., 2018; Borman et al., 2004; Orfield & Lee, 2005). Orfield and Ee
point out that poor performances on states assessment, such as FCAT and FSA, often result in
punitive measures against the school (2017). The extended reading time mandate could be
considered an example of such a punitive measure.
Perhaps contributing to the lower passing rates on state assessments, researchers found
students in segregated schools are often taught by a less stable and less qualified teaching force
(Ayscue et al., 2018; Condron et al., 2013; Jackson, 2009; Orfield & Lee, 2005). Also, students
attending segregated schools often live segregated neighborhoods in which community resources
are limited (Condron et al, 2013; Goldring et al., 2006). As school segregation and residential
segregation so often co-occur, researchers warn this system perpetuates a cycle of selfsegregation (Ayscue et al, 2018; Borman et al., 2004; Frankenberg, 2013; Orfield & Lee, 2005).
To summarize, students attend segregated schools in which perform below their White peers on
state assessments, limiting future opportunities and, as a result are forced to remain in segregated
communities with limited resources, including segregated schools.
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In contrast to the detriments of segregated schools, there is evidence to suggest benefits
of integrated school settings. As previously noted in chapter two, during the period of
desegregation following Brown v. Board, there was evidence that the Black-White achievement
gap was narrowing (Ayscue et al., 2018; Orfield, 2001; Orfield & Lee, 2005). In addition to
improved academic achievement, students of all ethnicities/races in integrated schools
experience short- and long-term benefits related to social development (Orfield & Lee, 2005).
For example, students in integrated schools are more prepared for a diverse workplace (Orfield
& Lee, 2005) and demonstrate decreased prejudice and stereotypical thinking (Ayscue et al.,
2018). I agree with Condron et al. and others who believe “school segregation is a key source of
academic achievement disparities between Black and White students in the contemporary United
States,” (2013, p. 153). However, I do not believe policies aimed at integration of schools are
sufficient to ensure equitable learning opportunities for minoritized students. I contend that
school curriculum must also be critically examined and, when needed, altered to reflect the tenets
of culturally relevant education.
Core Reading Programs in Florida’s Low 300 Schools
The following discussion of the content of student texts used as core reading materials by
the districts within this study is framed by the assumption that what children read matters.
Ladson-Billings (1992a, 1992b) suggested that the content of reading material used to teach
literacy is as important as the actual task of teaching students to read. Reading comprehension is
a common measure of student and school success (Rickford, 2001). In Florida, student
performance on FSA provides decision making data related to school accountability and
recognition (Fla. Stat. § 1008.22, 2019). FSA scores determine school grades; school
improvement plans are developed and presented to school boards for those schools with failing
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grades (Fla. Stat. § 1001.42, 2019). Students among the 300 lowest-performing elementary
schools in the state, as determined by FSA, are required to attend an additional hour of schooling
focused on reading instruction.
Acknowledging and accepting the connection between Rosenblatt’s reader response
theory and culturally relevant curriculum is essential when considering the findings of this study.
As previously stated, Rosenblatt’s reader response theory describes the process of reading as a
transaction comprised of the aesthetic and efferent stance (1982). According to Rosenblatt (1982,
1985) reading aesthetically, that is feeling and reacting to the text based on personal, lived
experiences, must occur before analytical reading, the efferent stance. Although student interest
and engagement in texts have been shown to increase student comprehension (see Bui & Fagan,
2013, McCullough, 2013; and Rickford, 2001 for examples), I contend that it is the culturally
relevant nature of such materials that allow for the aesthetic and later efferent reading stances.
“Knowledge grounded in individuals’ culturally-based lived experiences functions as an
interpretive framework for understanding texts” (Clark, 2017). To Clark’s point, the following
discussion focuses on the cultural relevancy as related to minoritized populations as they are the
majority populations in the schools within this study. Further, minoritized students are the
represent over half of the elementary student body in six of the eight districts within this study.
Character Representation
In 1972, Nancy Larrick noted, "Integration may be the law of the land, but most of the
books children see are all White” (p. 156). Unfortunately, not much has changed, at least for
students in Florida’s 300 lowest performing elementary schools. The critical content analysis
revealed a majority of White characters in instances in which ethnicity or race was apparent. As
previously stated in chapter 4, not only were the majority of the characters White, but the number
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of characters represented by animals was greater than the number of African American and
Hispanic characters in every core reading series within the sample.
Table 5.2 shows character ethnicity/race data across the full sample of texts. The number
of White, Black (e.g., African American, African, Jamaican, etc.), and Hispanic characters.
Additionally, I included the number of animal characters as a reference point for the
underrepresentation of minoritized characters. The table also shows the proportion of total
characters each particular group represents.
Table 5.2
Representation of White, Black, Hispanic, and Animal Characters within the Criterion-Based
Curriculum Sample
County
Total
White
Black
Hispanic
Animal
Number of
Characters
Duval
212
143 (67.45%) 18 (5.56%)
1 (0.47%)
26 (12.26%)
Escambia & 280
136 (48.57%) 41 (14.64%)
19 (6.79%)
47 (16.79%)
Leon
Lee
356
136 (38.20%) 66 (18.54%)
24 (6.74%)
65 (18.26%)
Martin
283
163 (57.60%) 15 (5.30%)
9 (3.18%)
49 (17.31%)
Orange
271
132 (48.71%) 34 (12.55%)
21 (7.75%)
44 (16.24%)
Palm Beach
87
37 (43.53%)
1 (2.70%)
0 (0%)
13 (14.94%)
Volusia
336
155 (46.13%) 49 (14.58%)
14 (4.17%)
63 (18.75%)

The disproportionate number of characters representing minoritized populations is one
indicator of the lack of culturally relevancy in the studied curricular materials. In some cases, the
representation of these characters is also problematic. For example, in Karen Schwabach’s The
Hope Chest, a fourth-grade text in Duval County, Violet, a White upper-class girl, meets and
befriends Myrtle, an African American orphan living in a group home. Schwabach compares the
experiences of the two characters multiple times and states how they are similar. Schwabach
writes:
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She (Violet) had an odd feeling that Myrtle's situation was a little like her own - except
that Violet had marriage looming in front of her and Myrtle had being a maid. They were
both caged in by other people's plans for them, with no hope of escape. (p. 38-39)
Later in the text, Schwabach again compares Myrtle to White individuals stating:
She (Myrtle) was no different from most of the girls Violet knew, except for the minor
detail that when they started out their journey, Myrtle's hair had been straight, but after
she washed it under the faucet in Louse Home Alley, it had turned crinkly. And except
that Myrtle had been sent to a training institute instead of a school. (p. 74-75)
The common lived experiences of a wealthy White girl and an orphaned African
American girl would have been vastly different in the early 1900s. Schawbach acknowledges
some of these differences by including events such as Myrtle being moved to a segregated rail
car and being forced to eat outside because she was not allowed in restaurants. However,
Schwabach diminishes their importance by suggesting that Violet’s struggles against her parents
were as significant as Myrtle’s struggles against a racist society.
The inclusion of characters from minoritized populations does not make a text culturally
relevant; The Hope Chest provides an example of such an instance. Taxel (1986) suggested that
in order to achieve culturally authentic characters, one must be immersed within the history or
culture. That is not to say that authors may or should only write within their own cultures, but
rather to impress the importance of developing a deep understanding of the history and values
within a culture as a means of developing characters of substance (Taxel, 1986). Koss and Daniel
(2018) explain that inclusion of characters from minoritized population should be purposeful and
not simply to fill space in the text. Therefore, an author’s cultural knowledge influences the
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extent to which he or she will represent characters in a manner aligned with the tenets of
culturally relevant education.
Contrasting the color-blind character presentation of Schawbach, Sweet Music in Harlem
by Debbie A. Taylor illustrates African American sociocultural themes as defined by Bell and
Clark (1998) and expanded upon Sampson and Garrison-Wade (2011). Through the actions of
C.J. and African American boy attempting to find his uncle’s lost hat for an important magazine
photo shoot, Taylor demonstrates values such as respect for elders and collectivism.
Unfortunately, Sweet Music in Harlem is but one text in a collection of hundreds within the
Reading Street basal series used by Lee County. Although the basal readers used in Lee County
included a greater proportion of characters from minoritized populations than the other counties
in this study, other elements of cultural relevancy were lacking and will be described in further
detail in subsequent sections.
In some cases, the language an author uses may have an unintended negative connotation.
In Ugandan Girl Reaches Goal, by Ann Frost, a text in Volusia County’s Florida Treasures
reading series, Beatrice Biira uses money from raising a goat and selling its milk to buy
necessities. The author writes, “With the money they made from selling milk and one of the kids,
the Biiras were able to buy things they needed. Many people would have been satisfied with that,
but Beatrice wanted more” (August et al., 2011b, p. 213). By contrasting Beatrice’s desire for
more than the necessities with those who would have been “satisfied” with fulfilling basic needs,
the author presents Beatrice as ungrateful and even selfish.
Students living in poverty may identify with Beatrice’s want for more than the basics of
life. The intent of the text appears to be to persuade students of the importance of an education
and hard work. Beatrice eventually traveled to the United States to attend school and now travels
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to other schools to share her experiences. For students who experience segregation, racism, and
biased curricula, will Beatrice’s story provide them with hope for their own futures? While it is
true that Beatrice worked hard to attain an education, she has said, “I am one of the luckiest girls
in the world,” when referring to events that shaped her life (Kristof, 2008). Frost’s retelling of
Beatrice’s story does not mention the “luck” of being chosen to receive the goat, meeting an
American author who published her story, and the individual who, after reading about Beatrice,
financed her living expenses so she could attend school in America (Kristof, 2008). By omitting
these elements from the narrative, Frost misleads young readers regarding Beatrice’s path to
success.
Another Duval County text provides an example of how non-dominant ethnic/racial
groups are misrepresented in student texts. If You Lived in Colonial Times by Ann McGovern
describes the daily life of New England children from 1630 to 1730. The book begins by
informing readers that colonial people look just like them. This is factually inaccurate for
Latino/a students and those of Asian and Middle Eastern descent among others. McGovern
differentiates between indigenous peoples and colonists by referring to them as “Indians” and
people. For example, McGovern writes, “The Indians taught the people how to plant corn and
how to cook” (1992, p. 13). Later in the text, McGovern explains that the post rider carried a
loaded gun as he delivered letters in case he met an “unfriendly Indian” (p. 66). There is ongoing
debate regarding preferred terminology for the people living in America prior to its “discovery.”
Some scholars, such as Michael Yellow Bird, prefers “Indigenous Peoples” or “First Nations
Peoples” whereas others accept the terms “Native American” and “American Indian” (SteersMcCrum, 2018). Horse (2005) contends that the use of Native American or American Indian is
merely personal preference. Perhaps one term various scholars agree is not preferred is simply
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“Indian.” Yellow Bird explains the connotation associated with the word and the stereotypes it
evokes such as “wild Indians” or “cowboys and Indians” (1999, p. 3). The representation of all
Native Americans as one race perpetuates “the myth of one single Indian reality” (Sparks, 2004,
p.331). Not surprisingly, the original publication date of McGovern’s text is 1964. What is
surprising is the language used within has not been revised and that Duval County through Duval
Reads continues to use an outdated text with culturally insensitive terminology.
Joseph Bruchac, a Native American writer and elder within the Nulhegan Abenaki tribe,
is featured in four of the seven core reading programs in this study. In the first pages of Eagle
Song, a text for fourth-grade students in Duval County, Bruchac provides readers with an
example of the power of colonization and racial identifiers imposed by European settlers. Tribal
identities of Native Americans were dismissed and disregarded when the Europeans gave all
groups the name “Indian” (Sparks, 2004; Steers-McCrum, 2018; Yellow Bird, 1999). When a
classmate calls main character, Danny Bigtree, “chief” and asks if he is going home to his
“teepee,” Danny becomes upset and thinks to himself that it would be of no use to explain that he
is Iroquois and that Iroquois at one time lived in longhouses, but never in teepees. Danny’s
classmates see him only as a Native American and do not understand the differences among the
numerous nations of peoples. Although Eagle Song alone may be culturally relevant, it is part of
a larger, confusing corpus in which students are presented with mixed messages pertaining to
ethnicity, race, and culture.
Use of characters’ native languages contribute to the depth and substance of the
characters themselves and the overall story (Koss & Daniel, 2018). I contend the misuse and/or
absence of a character’s native language contributes to the misrepresentation of the character.
The silencing of native languages is another example of the dominant group revising the history
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of minoritized populations. Scholars advocate for the purposeful inclusion of native languages in
culturally relevant education, specifically AAVE and Spanish (Martínez-Roldán, 2013; Morrison
et al., 2008; Rickford, 2001).
There were two ways in which authors included native languages within their texts. The
first, and less authentic method was to provide the words in the native language within a glossary
and/or as definitions. The second, and more genuine inclusion of native language was to
incorporate the words and/or phrases in the texts in such a way that nonnative speakers could use
context clues to the determine their meanings. Example of both methods are discussed below.
The Inuit Thought of It: Amazing Innovations, a fifth-grade text in Duval Reads reading
program, lists a number of inventions and their original Inuit names. When applicable, the Inuit
words are then translated to English for the reader. Although written by an Inuit person, the use
of the Inuit language within the text does not demonstrate an immersion within the culture
(Taxel, 1986). Similarly, in texts about the expedition of Meriwether Louis, William Clark,
Sacagawea, and the others that joined them, French terms such as “petit chiens” (August et al.
2011d, p. 584) and “pirogues” (Baumann, et al., 2014c, p.590) are defined for the reader and
little to no knowledge of the culture and/or effort to determine meaning is required.
George Ancona takes a somewhat different approach in his text, Vaqueros: America’
First Cowboys, a fifth-grade text in the Florida Journeys series used by Orange County. Ancona
introduces the reader to a variety of Spanish words including haciendas, lazo, and mesteños. He
provides a pronunciation guide and English translation, yet his inclusion of the Spanish language
differs from the Inuit and French examples previously detailed. The author’s immersion within
the culture is evident as his pride in his heritage is apparent in his rich descriptions of the
vaquero’s way of life and historic significance. Ancona describes the origin of English words
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from Spanish terms. For example, he states, “the vaqueros called the horses mesteños (mehs
TAY nyohs), a word that would later become ‘mustangs’” (Baumann et al., 2014d, p. 702).
Although the English definitions are given, Ancona incorporates the Spanish language in an
authentic, meaningful style.
While Spanish was the most often included language other than English with 70
occurrences, AAVE was coded just nine times across five texts despite the likelihood that a large
percentage, possibly a majority, of students in low 300 schools may speak AAVE. In Bud, Not
Buddy, a fifth-grade text in Reading Wonders, the basal reading series for Escambia and Leon
Counties, author Christopher Paul Curtis incorporates aspects of AAVE within character
dialogue as described by Smitherman (1977).
When Curtis’s main character thinks to himself, “I was glad I didn’t take anything out of
my suitcase, ‘cause it looked like I might be making a break for the street again,” (August, et al.,
2017c, p. 366) the reader is provided an example of AAVE in the form of the deleted first
syllable in the word because. Likewise, another character states, “I’ma find out what the real
story is in Flint,” (2017, p. 366) in which ‘I am going to’ becomes ‘I’ma,’ another example of
AAVE.
Selective Tradition: Exclusion and Misrepresentation
Culturally relevant texts capitalize on the culture of home and community using cultural
referents to promote student connections to text (Hefflin, 2002; Ladson-Billings, 1992b;
Morrison et al., 2008; Osborne, 1996). Conversely, the inclusion of selective tradition serves to
advance the stories of the dominant group while silencing the histories of others (Bernal, 2002;
Taxel, 1986; Willis, 1995). In this section, I provide evidence of the silencing of the histories of
minoritized populations through exclusion and misrepresentation.
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In Westward Bound: Settling the American West, a text in the fourth-grade Wonders basal
reader used by Escambia and Leon school districts, the experiences surrounding westward
expansion are primarily told from the White American point of view. In this retelling of the
settling of the American frontier, the unnamed author states, “People also moved west for
freedom. Slavery was still practiced in the United States during this time. Many escaped slaves
headed west, there they had a chance to be free” (August et al., 2017b, p. 403). What the author
fails to mention are the numerous slaves who still lived in captivity as they were forced to travel
with their “masters” to this new land (Flamming, 2009).
Also excluded from this historical nonfiction text are the experiences of the native
peoples inhabiting western America prior to the arrival of the pioneers. Gómez (2007) explains
the typical story of westward expansion in which American settlers are welcomed by Mexicans
and Native Americans to be erroneous. The author of Westward Bound: Settling the American
West mentions that America gained land through a war with Mexico but does not describe the
hardships faced by Mexicans and Native Americans displaced as a result of the new settlers.
The student texts used in Duval County’s core curriculum, comprised of four thematic
modules, also provide examples of exclusion. The first and second modules have two parts each.
Module 1A of fourth-grade centers around the concept of community and tradition using texts
such as The Keeping Quilt by Patricia Polacco and Eagle Song by Joseph Bruchac. The
nonfiction texts in within this unit reference traditions of Native Americans, specifically the Six
Nations Confederacy. However, the histories of native peoples is virtually erased in Module 2A
which explores colonialism.
As previously described, there is mention of Native Americans in If You Lived in
Colonial Times albeit brief and not in a manner consistent with preferred terminology. In total,
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10 texts from Module 2A were included in the main analysis sample. Not one of these texts were
written from the perspective of Native Americans or African Americans. Two texts included any
mention of these minoritized populations at all, and only when referring to how they contributed
to the prosperity of White European settlers.
It is not only the exclusion of the histories of minoritized groups that is of concern, but
also inaccurate portrayals of characters from minoritized populations. According to Hefflin
(2002), culturally conscious literature includes the accurate portrayal of characters from diverse
ethnic and racial groups. Texts in which characters from minoritized populations are included
should integrate cultural referents such as home language (Au, 2000; Bernal, 2002; Rickford,
2001) and sociocultural themes (Bell & Clark, 1998; Bernal, 2002; Sampson & Garrison-Wade,
2011).
In The Scoop on Homes, Clothes, and Daily Life in Colonial America, a fourth-grade text
within Duval County’s core reading program, the author, Elizabeth Raum differentiates White
settlers from one another based on country of origin. Likewise, she identifies Native Americans
belonging to different tribes like the Algonquin and Iroquois. She fails however to make the
same distinctions for thousands of African slaves brought to the country during colonial times.
Whereas Raum affords European Americans and Native Americans with precise portrayals of
their ancestry, African Americans were not given the same consideration.
In All Aboard! Elijah McCoy’s Steam Engine, a text in the third-grade Wonders basal
reader used by Escambia and Leon school districts, Monica Kulling describes the inefficiencies
of rail travel in the late 1800s and how African American inventor Elijah McCoy remedied the
problem. Although much of the text is factual, McCoy lived in Ontario as a child, attended
school in Scotland, worked for the Michigan Central Railroad, and invented a self-lubricating oil
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cup that revolutionized the railroad industry, it appears as though Kulling took liberties with
other aspects of McCoy’s story.
Kulling writes, “His (McCoy’s) parents had come to Canada on the Underground
Railroad. They didn’t talk much about the slave days. Elijah and his eleven brothers and sisters
kept them busy” (August, et al., 2017a, p. 76). However, a review of literature regarding McCoy
returned no evidence to support this claim. The McCoys moved to Michigan when Elijah was
about 14 years old and were conductors on the Underground Railroad (Funderburg, 2019). While
it is possible that Elijah’s parents did not speak about their time in slavery, Kulling’s text implies
that the adults were too busy taking care of children to do much else. What was Kulling’s
purpose in misrepresenting McCoy’s parents in this manner?
Elijah’s fight against racial discrimination was not a main idea within the text. Although
it seems, Kulling accurately describe McCoy’s perseverance and creativity, her text lacks details
regarding McCoy’s resistance to racial discrimination (Funderburg, 2019). For example, the text
did not include how McCoy reacted to the belittling of his work because it was designed by an
African American (Kulinski, 2002). Instead, Kulling’s last words about McCoy’s life were,
“When Elijah got older, he encouraged children to stay in school and to follow their dreams too”
(August et al., 2017a, p 89). Again, there is no evidence of McCoy making such statements
(Funderburg, 2019; Kulinski, 2002).
Bernal (2002) suggests themes such as individualism and meritocracy are Eurocentric in
nature and are counter to African American sociocultural values such as the significance of
community. In All Aboard! Elijah McCoy’s Steam Engine, Kulling presents themes of
individualism and meritocracy in her narrative while downplaying issues of discrimination and
excluding cultural values such as community.
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Undoubtedly, the 1800s were a time of discriminatory practices against Chinese
immigrants, especially in the American west. Yet, Working on the Railroad, a fifth-grade text
within the Reading Street basal reading program used in Lee County, recounts a different history
of the experiences of Chinese immigrants. History shows Chinese immigrants were denied rights
such as due process, testifying in court, and voting in the state of California (Colbern &
Ramakrishnan, 2018). By 1882, the Chinese were denied entry to America through the Chinese
Exclusion Act (Colbern & Ramakrishnan, 2018). However, Working on the Railroad places a
positive spin on this era in American history by describing the important role Chinese
immigrants played in constructing the railroad and the grateful nature of Central Pacific Railroad
Company. Although the history of Chinese immigrants is included, it is misrepresented by the
omission of the complete telling of their lived experiences.
Minoritized groups were not the only people misrepresented in the student texts. Historic
figures, such as Thomas Jefferson, and events, like public school integration, are presented from
what Banks et al. might describe as the “perspective of the victors” (1995, p. 198). As previously
stated, the core reading program for Duval County is divided into four thematic modules.
Module 3B for fourth-grade centers on the Revolutionary War. One text contains excerpts from
the Declaration of Independence and provides commentary about well-known lines. Although
the unnamed author acknowledges that the statement “all men are created equal” did not refer to
the 500,000 slaves living in the colonies. The text goes on to point out that Jefferson himself
owned slaves. However, no additional information is provided.
The text identifies Jefferson as the author of the Declaration of Independence and also a
slave owner, without further context. How are students to interpret these facts? A follow-up text
in the same module, but not part of the main analysis sample, describes Jefferson as a heroic
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individual. He was a writer, inventor, statesman, and president. In neither text do the authors
denounce Jefferson’s slave ownership. Instead, it is glossed over as a secondary fact or ignored
all together.
Ironically, one historic event misrepresented in Volusia County’s core reading program
was the integration of American public schools. According to Florida Treasures, the decision
from Brown v. Board “made it possible for all kids, no matter what their skin color, to have an
excellent education” (August et al, 2011a, p. 82). Not only does this text misrepresent the
complex and lengthy process of school integration it also excludes the histories of those who
fought for integration after the Supreme Court decision. This particular selection, and in fact the
entire third-grade text set, ignores the contribution of individuals like Ruby Bridges, John
Dudley, and others (Ruane, 2016). Additionally, the text misrepresents the outcome of Brown v.
Board which resulted in integration mandates for African Americans, but not other minoritized
groups.
Inclusion of Cultural Themes and Values: Collectivism and Respect
Although there is evidence of exclusion and misrepresentation of minoritized populations
in each of the core reading programs used by the districts in this study, there are also examples of
cultural relevancy as evidenced by inclusion of sociocultural themes and values. Scholars
identify African Americans, Latinos, and Native Americans as embracing values such as
collectivism, familism, and respect for elders over Eurocentric values of individualism,
capitalism, (Banks et al., 2001; Bell & Clark, 1998; Bernal, 2002; Carter et al., 2008; Garret et
al., 2003; Gillard & Moore, 2007; Hollingworth, 2009; Sampson & Garrison-Wade, 2011; Smith
et al., 2019). Research indicates both Latinos and Native Americans value a sense of harmony
with nature which contradicts the mainstream, Eurocentric value of domination over nature
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(Carter et al., 2008; Garret et al., 2003). To some extent, the above-mentioned cultural values
and associated themes were evident in each of the core reading programs within this study.
Collectivism is the contrast to individualism and includes values related to family and
community. Smith et al. (2019) describe familism as espousing a family orientation which
underscores the closeness, support, and obligations within the family unit. My Brother Martin, a
fourth-grade text included in Orange County’s Florida Journeys and Volusia County’s Florida
Treasures, is the story of Dr. Martin Luther King as told by his sister, Christine King Farris.
Family is central in all aspects of the text. Farris relates how she and her brothers grew together
like “three peas in a pod” in the family home owned by her maternal grandparents along with
their parents and Aunt Ida.
Farris portrays her family of one which provided support for the other members. For
example, because of their professions, “Mother Dear” and “Daddy” would sometimes be away
from home and during those times, the King children were cared for by their grandmother and
great-aunt who told them stories of their own childhood together. Farris illustrated the closeness
of the three siblings as they comforted one another when friends revealed they could no longer
play with the King children because they were Black.
Banfield (1985) calls attention to the one-dimensional representation of Martin Luther
King, Jr. common in many children’s text, which often omit the influence of his family,
especially his father and grandfather. Farris recounts her family around the dinner table as her
father shared his experiences standing against racism and discrimination within their community.
Farris mentions, but does not further describe M. L.’s influences outside the family. Instead, she
ends her story emphasizing the role family had in shaping her brother.
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As previously stated, collectivism includes values related to both family and community.
The community aspect of collectivism is highlighted in Nikki Giovanni’s Rosa, a fifth-grade text
in Reading Wonders, the text collection used by Escambia and Leon counties. Kohl (1991) and
later Groce et al. (2014) argue against the representation of Rosa Parks as a tired seamstress who
once refused a White man a seat on the bus. Historic evidence shows Parks was an active
member of the community engaged in fighting for civil rights the time of her arrest (Groce et al.,
2014; Kohl, 1991). Giovanni’s retelling highlights the collectivism of the community after
Parks’s arrest.
Giovanni depicts Parks as an active member of the community in subtle and overt ways.
As Parks boards the bus, she notices exchanges pleasantries with a man she recognizes because
his son is a frequently attends the NAACP Youth Council, thus implying that Parks is often in
attendance as well. Giovanni next describes the community of African American women who
came to Parks’s aide. Members of the Women’s Political Council risked arrest for trespassing as
they met at Alabama State to create posters supporting Parks and calling for a boycott of
Montgomery buses.
Although Giovanni demonstrates the community’s willingness to support Parks and come
to her aide when needed, it should be noted that there are historical inaccuracies within the text
that perpetuate myths about Parks and the Montgomery Bus Boycott. First, Giovanni emphasizes
Park’s work as a seamstress writing, “Rosa Parks was the best seamstress… Some days she
would skip lunch to be finished on time… The supervisor knew Rosa would stay until the work
was done” (August et al., 2017c, p. 299-300). What the Giovanni fails to mention and, of which
Groce (2014) and Kohl (1991) argue for the inclusion, is Park’s work with the NAACP.
Giovanni eludes to Parks’s involvement with the NAACP Youth Council but does not state that
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in addition to working with the youth, she was also the secretary of the NAACP. Kohl (1991)
reveals that Parks’s “work as a seamstress in a large department store was secondary to her
community work” (p. 39). Giovanni offers no further description on Parks’s community
involvement.
The section of the text which so richly demonstrates community values and collectivism
is in fact a contested piece of history. In Giovanni’s text and others noted by Kohl (1991) and
Groce (2014), the community immediately comes to the aide of Parks and the boycotts begin the
next morning. However, Kohl (1991) states that this representation of events as an emotional
response is insulting to the planned resistance of Civil Rights activists. It is true that the members
of the Women’s Political Council called a meeting after Parks was arrested, but they had been
planning the boycott for years, and were simply waiting for the right time (Kohl, 1991). Other
aspects of Giovanni’s interpretation of Parks’s life are in agreement with the work of Kohl (1991
and Groce (2014) and do not discount the community values she embeds within the work.
The value of respecting elders within the family and/or community can be found in
African American (Bell & Clark, 1998), Latino (Carter et al., 2008), and Native American
(Garrett et al., 2003; Gillard & Moore, 2007) cultures. The value of respect for elders was found
less frequently within the text collections than the value of family/community. In both the Martin
County and Orange County text samples, there were no instances of respect for elders. However,
two texts, Martina the Beautiful Cockroach and Adelina’s Whales, provide examples of how
respect for elders are represented within a text.
Martina the Beautiful Cockroach, a third-grade text from Reading Wonders, the core
reading program of Escambia and Leon counties, is a Cuban folktale retold by Carmen Agra
Deedy. In the text, Martina is ready to find a husband and receives one thing from all the señoras
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in the family. Her abuela offers her advice. She tells Martina to spill coffee on each of the suitors
who try to win her hand in marriage. Although Martina is hesitant to do so, and does not
necessarily agree with her grandmother, she shows respect to her elder by following the advice.
Even when Martina believes she has found the perfect suitor and feels badly for what she is
about to do, she follows her grandmother’s request. Deedy writes, “Martina knew better thank to
argue with her Cuban grandmother” (August et al., 2017a, p. 212). Martina’s respect for her
grandmother guides her individual actions and behavior.
Adelina’s Whales is a fourth-grade text in found in Florida Treasures (August et al.,
2011c), used in Volusia County, and Reading Street (Afflerbach et al., 2011c), used in Lee
County. As mentioned in the previous chapter, this text includes examples of respect for elders
and respect for Earth. Not only does Adelina, a child in the story, show respect for her elder, her
grandfather, Pachico, so does her father, Runolfo. The family sits together as Pachico tells the
same story he has told to them many times before. However, Adelina and Runolfo demonstrate
respect for Pachico by listening attentively and even joining in reciting the final line when
prompted by Pachico.
In addition to illustrating respect for elders, Adelina’s Whales, also provides examples of
respect for Earth described as a sense of harmony with nature by Carter et al. (2008) and Garrett
et al. (2003) that is regarded within Latino and Native American cultures. As explicated in the
coding frame definitions and descriptions located in Appendix I, there is a difference between
the cultural value of respect for Earth and the theme environmentalism. They are not the same
nor are they mutually exclusive as further illustrated within this section.
In Adelina’s Whales, the author, Richard Sobol, describes a mutual friendship between
Adelina and the whales. Sobol explains how Adelina’s family works to inform and educate
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visitors about the whales while keeping the beloved animals safe. Despite the fact that Adelina
lives in a small, impoverished area of Mexico, she considers herself to be lucky because of the
friendship she has with the whales. The whales are a part of Adelina’s being and the harmony in
which she lives with them is portrayed throughout the text.
Within the story, there is a theme of environmentalism. Adelina’s family educates tourists
about the whales and scientists visit the village specifically to study the whales and their
migratory patterns. However, the value of respect for Earth is more evident. Not all instances of
environmentalism also coincide with examples of respect for Earth. In the Scholastic Mentor
Text, What’s New? The Zoo! A Zippy History of Zoos, there is no evidence of respect for Earth,
in fact, quite the opposite. Author, Kathleen Krull describes the exploitation of animals from
over 4,000 years ago to current times. She does not denounce such exploitation; she merely
states it as fact by characterizes how wealthy individuals began the practices of keeping exotic
animals as a symbol of power and money. Later, Krull characterizes the United States National
Zoo as the first to have protection of the animals and environmentalism in its mission. Within
this section of the text, Krull embeds the theme of environmentalism, but nowhere does she
incorporate the values of respect for Earth.
Just as respect for Earth and environmentalism are different, yet not mutually exclusive,
the same can be said of respect for Earth and the theme of nature’s beauty. Hot Air Balloons, by
Dana Meachen Rau is a third-grade selection in Reading Wonders, the core reading program of
Escambia and Leon counties. In the text, Rau suggests the allure of hot air balloons is that
passengers are able to take in the beauty of the land below. Rau conveys the theme of nature’s
beauty, but the majority of the text is a description of man’s domination over nature, which is the
antithesis of respect for Earth.
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Opposing Themes
Although the theme of cooperation, related to the collectivist values described above,
was among the top five coded themes in each of the text samples within the study, other
opposing themes such as capitalism and individualism were also prevalent. With over 80 and 90
texts in which capitalism and individualism were themes, it would be impossible to describe
them all. However, I will highlight a view examples of the use of such themes in ways that
would not be considered to align with the tenets of cultural relevancy.
First, Duval County’s core reading program, Duval Reads, includes a fifth-grade drama
in which the characters Paul Revere, Fredrick Douglass, and Susan B. Anthony debate who
contributed the most to American society. Fredrick Douglass argues with Paul Revere that what
he did was “even more interesting” (“American Heroes,” 2013). This particular text exemplifies
the individualistic competitive values characteristic of the mainstream or dominant culture
(Garrett et al., 2003).
Apples to Oregon, a fourth-grade text in Escambia and Leon counties’ chosen reading
series, Reading Wonders, provides another example in which individualism is celebrated, this
time at the expense of family. In the text by Deborah Hopkinson, a father and his family travel
from Iowa to Oregon, but the father’s main concern throughout the text that his apples arrive
safely. The father refers to his apple trees as his “precious plants” and “babies.” Through a series
of events, the main character and her siblings are able to save the apple trees at the expense of
losing their shoes and wagon. However, the apple trees still have a wagon and father still has a
horse, so they push forward. There are other events and hardships experienced by the family, but
eventually they arrive in Oregon with the apple trees. Although the text is supposed to be
humorous, the father’s treatment of his family is actually quite sad and certainly does not support
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the collectivist values described by various scholars (Banks et al., 2001; Bell & Clark, 1998;
Bernal, 2002; Carter et al., 2008; Garrett et al., 2003; Gillard & Moore, 2007; Hollingworth,
2009; Sampson & Garrison-Wade, 2011; Smith et al., 2019).
In addition to individualism, capitalism is described as a Eurocentric value (Garrett et al.,
2003; Osborne, 1996). Capitalism was the fourth most coded theme across the full text sample
with over 80 occurrences. Three texts, each from a different reading series, provide examples of
how the theme of capitalism is presented to students. How to Earn Money, a third-grade text
from Florida Treasures used by Volusia County (August et al., 2011b), The Kids Guide to
Money, a fourth-grade text from Florida Journeys used by Orange County (Baumann et al.,
2014c), and Banks: Their Business and Yours, a fifth-grade text from Reading Wonders used by
Escambia and Leon counties (August et al., 2017c), are discussed in detail below.
The three texts normalize and at times promote wealth and access to money. For
example, in Bank: Their Business and Yours, the author begins with, “Have you ever tried to
save your money to buy something special?” (August et al., 2017c, p. 26). Perhaps a seemingly
innocuous questions, but when considered from the perspective of students living in poverty,
they may now be acutely aware that they are different from the norm – kids with money to save.
A Kid’s Guide to Money by Steve Otfinoski begins similarly, “Spending your money on the
things you want may be a lot of fun” (Baumann et al., 2014c, p. 126), implying that it is the norm
for children to have money to spend. Later in the text, he provides a sample budget in which a
child receives a ten-dollar weekly allowance. What of the students reading this text who have no
allowance, whose family struggles to make ends meet?
Perhaps the R. J. Harkin text, How to Earn Money, could facilitate students in earning
money of their own so they might follow the guidelines of saving money and using a bank as
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described in the two previous texts. Like the author of Banks: Their Business and Yours, Harkin
begins his text with a question that appears innocent, “Would you like to be looked up to and
respected by kids and adults alike?” (August et al., 2011b, p. 178). If so, Harkin recommends
starting a business. By associating entrepreneurship with admiration and respect, students might
question whether working for someone else means you do not deserve such recognition. As
Harkin continues, he recommends businesses such as selling blueberry muffins, making jewelry,
and others that would require start-up money. Again, the concept of having money is normalized
and may make students living in poverty experience feelings of inequity.
Summary
Koss and Daniel explain, “one book cannot represent the minutiae of an entire culture,
but one book, in combination with others, can provide students with snapshots of different
aspects of many cultures” (2018, p. 436). Whereas it is not the purpose of the core reading
programs to inform students of various cultures, research has revealed negative effects of
curricula that impose the dominant culture on students. Spring (2016) identifies six factors
leading to the deculturalization of students from minoritized cultures. Among Spring’s identified
methods of deculturalization are two conditions apparent within this study: segregation of
students and textbooks that reflect the culture of the majority group. Investigations of other
methods of deculturalization such as a forced change of language, denial of cultural expressions,
and the use of teachers from the majority group, would be valuable as follow-up studies for the
districts in which students were segregated and using culturally biased basal readers.
Within this discussion, I have demonstrated that although there are elements of each
reading series which align with the tenets of cultural relevancy, there are far more instances in
which the dominant White/Eurocentric culture is promoted and themes and/or values of
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minoritized cultures are silenced or diminished. The use of political bricolage enabled me to
illustrate connections among the geography, demographics, and curricular content used in the
sample districts. Further, I interpreted the connections with a critical lens to provide
recommendations for teachers, school and district-level administrators, and policy makers.
Recommendations for the Micro-, Meso-, and Macro-levels
Although this study focused on the meso- and macro-levels of policy enactment,
recommendations can be made for the micro-level which corresponds to practices in schools and
classrooms. The following suggestions are intended for classroom teachers and school-level
administrators.
Multiple scholars acknowledge the abatement of teacher autonomy in low-performing
schools, particularly those in which a scripted curriculum is required (Milner, 2013b; Roda,
2007; Timberlake et al., 2017; Yoon, 2006). In these cases, there may be limited or no
opportunities for teachers to select culturally relevant texts to supplant or supplement the
required curricular materials. As such, teachers may adopt a culturally relevant pedagogy as
described by Gloria Ladson-Billings and expanded upon by others (see Bui & Fagan, 2013;
Hastie et al., 2006; Milner, 2013a; Toppel, 2015; Ullucci, 2011; and Valencia et al., 2006). By
implementing and refining culturally relevant practices, teachers may begin to disrupt status quo
of hegemonic practices within a culturally narrow curriculum.
Morrison et al. (2008) suggest teachers use a culturally relevant pedagogy to expose the
unequal power dynamics within our society. Wyatt (2014) provides examples of how teachers
adapted scripted lessons to facilitate students in making connections to their lived experiences.
When teachers are required to use texts that are in opposition with the tenets of cultural
relevancy, they can use their professional knowledge and understanding of students’ cultures to
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disrupt the dominant narrative. When reading historical texts, whether fiction or nonfiction,
teachers may prompt students to consider whose story is being told and whose story remains
silenced. They may ask students to consider if characters would have spoken in a certain manner
or is it likely he/she would have used a different language/dialect.
Learning about and implementing culturally relevant pedagogy takes time and resources.
Therefore, school-level administrators should provide teachers with opportunities to attend
professional development sessions, plan for implementation of culturally relevant pedagogy, and
work within professional learning communities to support one another in their professional
growth. Additionally, administrators should be well aware of the curricular materials teachers are
using in the classroom and the extent to which they represent the school’s student population. As
instructional leaders, school-level administrators can offer support through professional develop,
coaching, and advocacy for teachers, students, and families at the district level.
For district-level administrators I suggest gaining a rich, in-depth understanding of the
varying populations within the district. School districts in Florida are comprised of entire
counties and therefore are of substantial size both in area and, for those with large cities, in
population. When viewed from the perspective of ethnicity/race and urban versus rural, there is a
wide distribution of students within a single county as illustrated in this study.
Take for example, Palm Beach County, which includes the urban area of Palm Beach and
the more rural areas near Lake Okeechobee, such as Belle Glade. Not only do the populations
within the county vary by number of people, they also greatly vary by the number of individuals
living in poverty and student ethnicity/race. District-level administrators should question whether
a single curriculum, in this case the core reading series, can adequately serve the wide variety of
populations within the district. How can one curriculum provide the cultural referents and lead to
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the aesthetic reading of texts? Perhaps the answer is to provide school leaders and teacher with
the autonomy to select from text sets that have undergone vetting by the district. In this way,
those with the greatest knowledge of the population served select the most appropriate materials.
Should district leaders follow this advice, they should, to the greatest extent possible,
provide school leaders and teachers with texts aligned with the tenets of cultural relevancy.
Using the indicators identified in this study, district leaders could develop task forces whose
responsibility it is to critically review curricular materials with the goal of determining those
which provide counters to dominant White-Eurocentric themes and values. Websites, such as
Social Justice Books (socialjuticebooks.org) provide reviews of common children’s literature
and the extent to which it is racially and/or culturally biased. If You Live in Colonial Times, a text
in the Duval Reads curriculum, is listed among the culturally insensitive books and is not
recommended for use the classroom. District leaders may also develop and provide professional
development for teachers to learn and implement culturally relevant pedagogy.
Further research is needed to determine if the use of non-culturally relevant curricular
materials led to lower reading comprehension scores on FSA and thus a place on the list of the
300 lowest performing elementary schools in the state. However, evidence from this study along
with conclusions from existing work indicate the likelihood of increased engagement and
comprehension had culturally relevant materials been used. Therefore, it is my suggestion that
policymakers include provisions in Florida’s Education Code requiring consideration of cultural
relevancy when purchasing instructional materials.
Currently, Florida State Statutes 1006.31 and 1006.34 require state and district
instructional materials reviewers to adhere to listed standards when considering instructional
materials. Criteria includes the age of students, educational purpose, and “consideration of the
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broad racial, ethnic, socioeconomic, and cultural diversity of the students of this state” (Fla.Stat.
1006.34(2)(b)4). The Florida Department of Education provides further guidance for reviewers
in a manual expanding upon the policies and procedures adoption. Specific to the adoption of
elementary language arts materials, reviewers are to evaluate materials based on the coverage of
topics and quality of materials (2019, FLDOE).
Further, the specifications for “multicultural representation” state the following:
Through balanced representation of cultures and groups in multiple settings, occupations,
careers and lifestyles, the materials should support equal opportunity without regard for
age, color, gender, disability, national origin, race or religion. It is not the number of
pages devoted to diversity, equity or work roles, but the substance of what is stated and
portrayed that matters most. For this reason, it can be misleading to count the number of
pages or illustrations devoted to a social issue or group. It is more important to focus on
the integration of social diversity throughout a set of instructional materials. (FLDOE, p.
8)
The printed statement seems to align with current research in the area of culturally relevant
education. However, as Williams and Agosto (2012) previously established, the process for
review asks evaluation committee members to consider representation through stand-alone
questions rather than as a lens for examining materials in their entirety.
Despite the specifications for multicultural representation provided by the Florida
Department of Education, the materials within this study do not reveal a balanced representation
based on breadth or quality of integration. Although it may create tension between the macro and
micro levels with regards to teacher autonomy, I suggest additional oversight at the state level
when reviewing and adopting instructional materials. Had the above cited statute been followed
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more closely, perhaps more texts like Adelina’s Whales and fewer like If You Lived in Colonial
Times would have been included in district text sets.
I also recommend a revision of the current mandate requiring an additional hour of
schooling for those schools within the lowest 300 in the state. The literature review in this study
illustrated the lack of research to support such a policy. Further, research does support the use of
culturally relevant materials as a means of increasing academic achievement scores, among other
positive outcomes. Currently, large populations of minoritized students are using core reading
materials that are not culturally relevant. Minoritized students do not have the same means of
making connections, accessing schema, and aesthetically engaging with the reading materials in
this study as White students have. I argue the inequity within curricular materials may be a
contributing factor in lower FSA scores used to rank schools and ultimately require additional
reading instruction time. Further longitudinal studies of the use of culturally relevant reading
programs and the effect on academic achievement of minoritized students may persuade
policymakers to revisit ERT mandate.
Recommendations for Future Research
The breadth of this study invites a multiplicity of research opportunities. As Escambia
County was included in this study based on the statistical implication that increased proportions
of minoritized students was more predictive of inclusion among the 300 lowest performing
schools than increased proportions of students living in poverty, and two schools within the
county have been on the low 300 list since its inception, I first propose continued research
specifically in Escambia County. Further, at the micro-level, future investigations may include
the extent to which teachers employ aspects of culturally relevant pedagogy within classroom
practices versus using the texts and teacher manuals as written. Similarly, researchers might
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explore student engagement with various texts in the series to determine the characteristics of
those they find most aesthetically pleasing. At the same time, it may be feasible to determine if
first engaging with texts aesthetically leads to greater comprehension as posited by Bui and
Fagan (2013), McCullough (2013), and Rickford (2001). Results from studies such as these
would provide additional insight to how minoritized students respond to culturally relevant texts
aesthetically and efferently.
At the meso-level, future research might include investigations of differences in reading
response among populations of students across the district with regards to place, socio-economic
status, and ethnicity/race. The milieu of this study was broad and provided a context for future,
more nuanced research. A follow-up study might include how teachers and/or students from
three distinct locations and/or populations respond to the district-adopted core reading materials.
Alternatively, individual schools within a district may adopt culturally relevant pedagogical
practices, results from which could be compared against similar schools who continued
implementing the core reading curriculum as prescribed. Undoubtedly, there are schools with
majority populations of minoritized students. Researchers might determine if spatial clustering
exists as well as the extent to which the cultural relevant curricula and pedagogy are
implemented.
Finally, at the macro-level, GIS can be used to determine the presence of clustering of
low 300 schools at the state level. This information could lead to future district and/or school
level studies. Similarly, researchers may look for clustering of segregated schools and investigate
the cultural relevance of the curricular materials being used.
Conclusion
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As previously noted, my passion to conduct this study came from a conversation with
Travis, one of my students at a school with a population comprised of 99% minoritized students
and 100% students receiving free and reduced lunch. In that conversation, Travis revealed that
the content of the reading curriculum simply did not interest him, because he could not see
himself or his peers within it. I set out to answer the following question: How is Florida’s ERT
policy enacted in recognition of ethnic/racial, socioeconomic, and geographic diversity. I also
sought out to determine the ethnic/racial, socioeconomic, and geographic distribution of the ERT
policy as well as the extent to which the curricular materials used in low 300 schools were
representative of the tenets of culturally relevant education.
Regarding the distribution of the ERT policy, this study revealed clustering of low 300
schools in districts’ urban areas. Schools subjected to the ERT policy had higher populations of
minoritized students and students living in poverty than the district average. The ethnic/racial
and socioeconomic composition of low 300 schools demonstrated a need for curricular materials
that were culturally relevant. As Broman et al. wrote, “Brown v. Board’s basic ideal was that all
have a right to equal educational opportunity” (p.606). Therefore, if members of the dominant,
majority culture are able to see themselves in the curricular materials, shouldn’t minoritized
students have the same opportunity?
Unfortunately, minoritized students in Duval, Escambia, Lee, Leon, Martin, Orange,
Palm Beach, and Volusia counties, have limited ability to see themselves in their reading
materials. Moreover, when minoritized individuals are represented in their literature, they are
often misrepresented with inaccurate portrayals and/or misleading historical information. Acting
within the political bricolage I understand the power within my research (Berry, 2011;
Kincheloe, 2001; Kincheloe, 2005). Therefore, with the publication of this dissertation and the
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current events surrounding the Black Lives Matter movement, I aim to move beyond discussion
of culturally and racially biased education practices to action.
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Appendix A: Coding Frame Texts

Duval County
Grade
Level
3
3
3
3
3
4
4
4
4
4
4
4
4
5
5
5
5
5
5
5

Title

Genre

Author

Illustrator

The Wolf and the Sheep
The Librarian of the Brasa: A True
Story from Iraq
Face to Face with Wolves
One Well: The Story of Water on Earth
The Glass Frog
Eagle Song
The Hope Chest
Robert Frost
The Importance of the Wheelwright
Farming in Colonial America
No More Junk in Our Schools
Order in the Court
Stopping by the Woods on a Snowy
Evening
A Short History of the UDHR
The Most Beautiful Roof in the World

Fiction
Aesop
Nonfiction Jeanette Winter

N/A
Jeanette Winter

Nonfiction
Nonfiction
Poetry
Fiction
Fiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction
Poetry

Jim Brandenburg
Rosemary Woods
N/A
Dan Andreasen
N/A
N/A
N/A
N/A
N/A
Kathy Wilmore
N/A

Live Online Interview with Eve Nilson
Dr. James Naismith: Inventor of
Basketball
Garrett Morgan: Inventor Hero
The Boy Who Invented the TV: The
Story of Philo Farnsworth
Remarks by President Obama, Former
President Bill Clinton, and Former
President George W. Bush on the
Recovery and Rebuilding Effort in
Haiti

Nonfiction N/A
Nonfiction N/A

N/A
Christopher
Night
N/A
N/A

Nonfiction Paula Morrow
Nonfiction Kathleen Krull

Suling Wang
Greg Kouch

Nonfiction Barack Obama

N/A

Judy Brandenburg
Rochelle Strauss
Douglas Florian
Joseph Bruchac
Karen Schwabach
N/A
N/A
N/A
N/A
Ira Peck
Robert Frost

Nonfiction Nancy Flowers
Nonfiction Kathryn Lasky

Escambia and Leon Counties
3
3
3
3
4

Gary the Dreamer
All Aboard! Elijah McCoy’s Steam
Engine
A Landmark Street
The Inventor Thinks Up Helicopters
The Secret Message

Nonfiction Gary Soto
Nonfiction Monica Kulling

Elizabeth Gomez
Bill Slavin

Nonfiction N/A
Poetry
Patricia Hubbell
Fiction
Mina Javaherbin

N/A
N/A
Bruce Whatley
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Grade
Level

Title

Genre

Author

Illustrator

Escambia and Leon Counties (continued)
4
4
4
4
4
4
4

Aguinaldo
LaRue for Mayor
Energy in the Ecosystem
Keeping Freedom in the Family
Rediscovering Our Spanish Beginnings
Histories Mysteries
Earthquakes

Fiction
Fiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction

Lulu Delacre
Mark Teague
N/A
Nora Davis Day
N/A
N/A
Sneed B. Collard
III
Nikki Giovanni
Michelle Knudsen
N/A
Nikki Giovanni
N/A
Debbie S. Miller

John Parra
Mark Teague
N/A
N/A
N/A
N/A
N/A

4
5
5
5
5
5

The Drum
Second Day, First Impression
Plants with a Purpose
Rosa
Allies in Action
Survival at 40 Below

Poetry
Fiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction

3

Two Bad Ants

Fiction

Chris Van
Allsburg
Alma Flor Ada

Nonfiction N/A
Nonfiction N/A
Nonfiction David A. Adler

Chris Van
Allsburg
Claudia
Degliuomini
N/A
N/A
Terry Widener

3

I Love Saturdays y domingos

Fiction

3
3
3

How to Catch a Fish
The Water Cycle
America’s Champion Swimmer:
Gertrude Ederle
A Nation of Immigrants
Hiking Safety Tips
The Sure-Footed Shoe Finder
Scien-Trickery: Riddles in Science
Cloud Dragons
Coyote School News
Camp with Care
Vote for Bluebonnet Day
A Gift from the Heart
The Eagle and the Bat
Measuring Tornadoes

Nonfiction
Nonfiction
Poetry
Poetry
Poetry
Fiction
Nonfiction
Nonfiction
Drama
Fiction
Nonfiction

N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
Erwin Madrid
N/A
N/A

N/A
Craig Orback
N/A
Bryan Collier
N/A
Jon Van Zyle

Lee County

3
3
3
3
3
4
4
4
4
5
5
5
5
5
5
5
5
3
3
3

N/A
N/A
Andrea Perry
J. Patrick Lewis
Pat Mora
Joan Sandlin
Jeff Wilson
N/A
Katacha Diaz
Lame Deer
Trudi Strain
Trueit
Buck Tilton
Jean Fritz
Raymond Bial
Patrick O’Brien
Cedric McClester
Frank Asch

Seven Survival Questions
Nonfiction
Leonardo’s Horse
Nonfiction
Ghost Towns of the American West
Nonfiction
The Hindenburg
Nonfiction
For Peace Sake
Poetry
Sunflakes
Poetry
Martin County
Voting for Her Rights
Fiction
Winnie Lujack
Seaside Surprises
Fiction
Wendell Riley
Night Flying Friends
Fiction
Sean Vincent
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N/A
Hudson Talbott
N/A
N/A
N/A
N/A
N/A
N/A
N/A

Martin County (continued)
Grade
Level
3
3
3
4
4
4
4
4
4
4

Title

Genre

The Stable Boy and the Prince
Teeny Tiny Tardigrades
Woof! Woof! Read Me a Story
Tara and the Sun
The Monkeys and the Moon
How Maui Snared the Sun
Kileken, Orphan Boy of the Sky
Gold
Fire and Air
from “Ferris’s Grand Idea”

Fiction
Nonfiction
Nonfiction
Fiction
Fiction
Fiction
Fiction
Nonfiction
Nonfiction
Nonfiction

4
4
4
4
4
5
5

5
5
5
5
5
5

Features of the Ocean Floor
The Layers of Earth’s Atmosphere
Robin Hood and the Mournful Knight
The Blind Man and the Elephant
The Lightning Tantrum
The Swollen Fox
from “He Inspired Others: An
Interview with Cesar’s Grandson”
A Time of Discovery and Rediscovery
Tsunamis and Hurricanes
Zebulon Pike and the Source of the
Mississippi
Speak Softly and Carry a Big Stick
Watch Your Body Language
Get Wiki Wise
Animals of the Rainforest
Night Walk
from “Rain in Summer”

5

Three Wise Old Women

5
5
5

3
3
3
3
4
4
4
4
4
5

Author

Illustrator

John Martinsson
N/A
N/A
Emma Roundtree
N/A
N/A
N/A
N/A
N/A
Marica Amidon
Lusted
Nonfiction Connie Rather
Nonfiction Tawni Walker
Drama
N/A
Drama
N/A
Drama
Hillary Strum
Fiction
Aesop
Nonfiction N/A

N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A

Nonfiction Nancy Day
Nonfiction Tim Brown
Nonfiction George Chester

N/A
N/A
N/A

Nonfiction
Nonfiction
Nonfiction
Nonfiction
Poetry
Poetry

Ian Dudney
Mario Ehlers
Laura Modigliani
Shawn Parcell
Amy Sieto
Henry Wadsworth
Longfellow
Elizabeth T.
Corbett

N/A
N/A
N/A
N/A
N/A
N/A

Eve Bunting
James Rumford
N/A
Kate McGovern
Frank W. Baker

C. F. Payne
James Rumford
N/A
N/A
N/A

Susanna Reich
Laura Dameron
Jennifer Owings
Dewey
Carl DeSoto
Walter Farley

Raúl Colón
N/A
Jennifer Owings
Dewey
N/A
Robert Barret

Poetry

Orange County
Pop’s Bridge
Fiction
Dog-of-the-Sea-Waves
Fiction
Kids Making a Difference
Nonfiction
The Big Cleanup
Drama
Coming Distractions: Questioning
Nonfiction
Movies
José: Born to Dance
Nonfiction
Twisters
Nonfiction
Antarctic Journal: Four Months at the
Nonfiction
Bottom of the World
The Role of the Constitution
Nonfiction
The Black Stallion
Fiction
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N/A
N/A
N/A
N/A
N/A
N/A
N/A

N/A

Grade
Level
5
5
5
5

4
4
4
4
4
5
5

3
3
3
3
3
3
3
4
4
4
4
4
4
4
5
5
5
5
5

Title

Orange County (continued)
Genre

The Birchbark House
from “James Forten: Now is Your
Time!”
We Were There, Too!
Patriotic Poetry

Author

Fiction
Louise Erdrich
Nonfiction Walter Dean
Myers
Nonfiction Phillip Hoose
Poetry
Henry Wadsworth
Longfellow
Palm Beach County
Bugs in My Hair
Fiction
David Shannon
Three Little Pigs and a Somewhat Bad
Fiction
Mark Teague
Wolf
Who Would Win? Whale v. Giant
Nonfiction Jerry Pallotta
Squid
Steve Jobs
Nonfiction Josh Gregory
Seasons of the Circle
Nonfiction Joseph Bruchac
Buried Sunlight: How Fossil Fuels
Nonfiction Penny Chisolm
Have Changed the Earth
What’s New? The Zoo! A Zippy
Nonfiction Kathleen Krull
History of Zoos
Volusia County
Diary of a Scarecrow’s Helper
Fiction
N/A
Penguin Chick
Nonfiction Betty Tatham
Ugandan Girl Reaches Goal
Nonfiction Ann Frost
Sound is Energy
Nonfiction N/A
Homegrown Butterflies
Nonfiction Debra Churchman
Antarctic Anthem
Poetry
Judy Sierra
Haiku
Poetry
Myra Cohn
Flycatcher and Coyote
Fiction
Gillian Reed
Wild Horses
Nonfiction Cris Peterson
Dog Amazes Scientists
Nonfiction N/A
Encyclopedias
Nonfiction N/A
Adelina’s Whales
Nonfiction Richard Sobol
Soil Turned to Dust
Nonfiction Miriam Ramirez
Building a Better Gadget
Nonfiction N/A
Miss Alanius
Fiction
Debra Frasier
Love at First Sight
Nonfiction Amy Yin
Heroes in a Time of Need
Nonfiction N/A
Blue Potatoes and Square Watermelons Nonfiction N/A
Everybody Can Serve
Nonfiction N/A
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Illustrator
S. D. Nelson
Steven Noble
N/A
N/A

David Shannon
Mark Teague
Rob Bolster
N/A
Robert F. Goetzl
Molly Bang
Marcellus Hall

N/A
Helen K. Davie
N/A
N/A
N/A
N/A
N/A
N/A
Alvis Upitis
N/A
N/A
Richard Sobol
N/A
N/A
Debra Frasier
N/A
N/A
N/A
N/A

Appendix B: Main Analysis Text Sample: Duval Reads, Duval County

Title
The Boy Who Loved Words
Thank You, Mr. Falker
The Wolves and the Sheep
The Tricky Wolf and the Rats
The Wolf and the Sheep
Lon Po Po
The Librarian of the Brasa: A True Story
from Iraq
One Boy’s Book Drive
Poison Dart Frogs Up Close
Discovering Culture
Exploring Countries: Italy
Face to Face with Wolves
One Well: The Story of Water on Earth
Dry Days in Australia
Ryan Hreljac: The Boy Who Built a Well
The Glass Frog
The Poison Dart Frog
A Wolf in the Park
The Mermaid Lagoon
The Birds Leave the Nest

THIRD GRADE
Genre
Author
Fiction
Roni Schotter
Fiction
Patricia Polacco
Fiction
N/A
Fiction
N/A
Fiction
N/A
Fiction
Ed Young
Nonfiction Jeanette Winter

Nonfiction Loralee Levitt
Nonfiction Carmen Bredeson
Nonfiction N/A
Nonfiction Walter Simmons
Nonfiction Judy Brandenburg
Nonfiction Rochelle Straus
Nonfiction Ann Well
Nonfiction Elisabeth Deffner
Poetry
Douglas Florian
Poetry
Douglas Florian
Poetry
Richard Edwards
Drama
N/A
Drama
N/A
FOURTH GRADE
Eagle Song
Fiction
Joseph Bruchac
Birth of Haudenosaunee
Fiction
Bradley Powless
The Hope Chest
Fiction
Karen Schwabach
Haudenosaunee Thanksgiving Address
Nonfiction N/A
Two Row Wampum
Nonfiction N/A
Valerie Worth
Nonfiction N/A
Colonial Trades: The Blacksmith
Nonfiction N/A
Colonial Trades: The Carpenter
Nonfiction N/A
A New York Merchant: Adam Johnson
Nonfiction N/A
Farming in Colonial America
Nonfiction N/A
Colonial Trades: The Silversmith
Nonfiction N/A
Religion in the Colonies
Nonfiction N/A
Colonial Trades: The Printer
Nonfiction N/A
Colonial Trades: The Shoemaker
Nonfiction N/A
The Scoop on Homes, Clothes, and Daily
Nonfiction Elizabeth Raum
Life in Colonial America
If You Lived in Colonial Times
Nonfiction Ann McGovern
Award Winning Survival Skills
Nonfiction Lea Winerman
Venom
Nonfiction Marilyn Singler
Simple Machines: Forces in Action
Nonfiction Buffy Silverman
The Declaration of Independence
Nonfiction N/A
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Illustrator
Giselle Potter
Patricia Polacco
N/A
N/A
N/A
Ed Young
Jeanette Winter
N/A
N/A
N/A
N/A
Jim Brandenburg
Rosemary Woods
N/A
N/A
N/A
N/A
N/A
N/A
N/A
Dan Andreasen
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
June Otani
N/A
N/A
N/A
N/A

FOURTH GRADE (continued)
Genre
Author
Nonfiction Amy Miller
Nonfiction Thomas Flemming
Nonfiction N/A
Nonfiction N/A
Nonfiction Rebecca Hershey
Nonfiction N/A
Poetry
Robert Frost
Poetry
Robert Frost
Poetry
Robert Frost
Poetry
William Blake
Poetry
William Carlos
Williams
Metric Figure
Poetry
William Carlos
Williams
safety pin
Poetry
Valerie Worth
Dog
Poetry
Valerie Worth
Laurence Hamm, 19 Student Athlete
Poetry
Walter Dean
Myers
The Apple
Poetry
S. C. Rigg
A Simple Solution
Drama
N/A
FIFTH GRADE
The Wings of a Butterfly: A Tale of the
Fiction
Aaron Shepard
Amazon Rainforest
A Short History of the UDHR
Nonfiction Nancy Flowers
From Kosovo to the United States
Nonfiction Blanche Gosselin
Transcript: “Great Bear Rainforest Remote
Nonfiction N/A
Camera Project”
The Most Beautiful Roof in the World
Nonfiction Kathryn Lasky
Dr. James Naismith: Inventor of Basketball
Nonfiction N/A
The Electric Motor
Nonfiction N/A
Ingenious Inventions by Women: The
Nonfiction N/A
Windshield Wiper and Paper Bag Machine
Transportation, from the Soap Box Derby to
Nonfiction N/A
the Jeep: First Automatic Traffic Signal
The Two-Fold Genius of Garret Morgan
Nonfiction N/A
The Boy Who Invented the TV: The Story of Nonfiction Kathleen Krull
Philo Farnsworth
The Great Roberto Clemente – Latino
Nonfiction Ozzie Gonzales
Legends in Sports
Sports in America
Nonfiction N/A
Rules for Riding Desegregated Buses
Nonfiction Dr. Martin Luther
King, Jr.
Promises to Keep: How Jackie Robinson
Nonfiction Sharon Robinson
Changed America
It’s Not Just a Game
Nonfiction Lori Calabrese
Courage on the Field
Nonfiction Marc Stewart
Title
An Incomplete Revolution
Private Yankee Doodle
Revolutionary War
Loyalists
The Vote
A Historic Inauguration Day
A Time to Talk
A Patch of Old Snow
The Pasture
The Tiger
The Red Wheelbarrow
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Illustrator
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
Greg Couch
N/A
N/A
N/A
N/A
N/A
N/A

FIFTH GRADE (continued)
Title
Genre
Author
Roberto Clemente’s Gifts from the Heart
Nonfiction N/A
The Inuit Thought of It: Amazing
Nonfiction Alootook Ipellie
Innovations
Multibillion-dollar Iron Mine Approved for
Nonfiction N/A
Baffin Island
Nunavut Braces for Massive Mary River
Nonfiction N/A
Mine
Excerpts from the Qikiqtani Inuit Association Nonfiction N/A
Website
Nunavut
Nonfiction N/A
Help for Haiti
Nonfiction N/A
Haiti Earthquake Relief One-year Report
Nonfiction N/A
Earthquakes
Nonfiction Karen Carr
Remarks by President Obama, Former
Nonfiction N/A
President Bill Clinton, and Former President
George W. Bush on the Recovery and
Rebuilding
Surface Amplified: Haiti Earthquake
Nonfiction N/A
A Rocky Road Ahead
Nonfiction N/A
I Want to Be a Rainforest Scientist
Poetry
N/A
Casey at the Bat
Poetry
Ernest Thayer
American Heroes
Drama
N/A
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Illustrator
N/A
David MacDonald
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A

N/A
N/A
N/A
N/A
N/A

Appendix C: Main Analysis Text Sample: Reading Wonders, Escambia and Leon Counties
THIRD GRADE
Genre
Author
Jennie and the Wolf
Fiction
N/A
Yoon and the Jade Bracelet
Fiction
Helen Recorvits
The Castle on Hester Street
Fiction
Linda Heller
Martina the Beautiful Cockroach
Fiction
Carmen Agra
Deedy
Finding Lincoln
Fiction
Ann Malaspina
The Real Story of Stone Soup
Fiction
Ying Chang
Compestine
The Talented Clementine
Fiction
Sara Pennypacker
Bellerophon and Pegasus
Fiction
N/A
Windy Gale and the Great Hurricane
Fiction
N/A
Nora’s Ark
Fiction
Natalie KinseyWarnock
The Wind and the Sun
Fiction
N/A
A Flight to Lunar City
Fiction
N/A
Family Traditions
Nonfiction N/A
Gary the Dreamer
Nonfiction Gary Soto
Sharing Polkas and Pitas
Nonfiction N/A
All Aboard! Elijah McCoy’s Steam Engine
Nonfiction Monica Kulling
A Mountain of History
Nonfiction N/A
A Plan for People
Nonfiction N/A
Whooping Cranes in Danger
Nonfiction Susan E.
Goodman
A Great American Teacher
Nonfiction N/A
Earth
Nonfiction Jeffrey Zuehlke
Big Ideas from Nature
Nonfiction Adrienne Mason
Riding the Rails West
Nonfiction N/A
Amazing Wildlife of the Mojave
Nonfiction Laurence Pringle
Hot Air Balloons
Nonfiction Dana Meachen
Rau
When Corn Was Cash
Nonfiction N/A
Trash into Art
Nonfiction N/A
Wildfires
Nonfiction Seymour Simon
Elizabeth Leads the Way: Elizabeth Cady
Nonfiction Tanya Lee Stone
Stanton and the Right to Vote
Out of this World: The Ellen Ochoa Story
Nonfiction Liane B. Onish
Montgolfier Brothers’ Hot Air Balloon
Poetry
J. Patrick Lewis
Narcissa
Poetry
Gwendolyn
Brooks
King Midas and the Golden Touch
Drama
Margaret H.
Lippert
Title
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Illustrator
N/A
Gabi Swiatkowska
Boris Kulikov
Michael Austin
Colin Bootman
Stephane Jorisch
Marla Frazee
N/A
N/A
Emily Arnold
McCully
N/A
N/A
N/A
Elizabeth Gomez
N/A
Bill Slavin
N/A
N/A

N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
Rebecca Gibbon
N/A
N/A
N/A
Gail Armstrong

FOURTH GRADE
Genre
Author
The Secret Message
Fiction
Mina Javaherbin
The Fox and the Goat
Fiction
N/A
Anansi and the Birds
Fiction
N/A
LaRue for Mayor
Fiction
Mark Teague
Apples to Oregon
Fiction
Deborah
Hopkinson
The Incredible Shrinking Potion
Fiction
N/A
Valley of the Moon
Fiction
Sherry Garland
The Miller’s Good Luck
Fiction
N/A
Earthquakes
Nonfiction Sneed B. Collard,
III.
A Crash Course in Forces and Motion with
Nonfiction Emily Sohn
Max Axiom, Super Scientist
Kids in Business
Nonfiction N/A
Starting a Successful Business
Nonfiction N/A
Partaking in Public Service
Nonfiction N/A
Keeping Freedom in the Family
Nonfiction Nora Davis Day
Abe’s Honest Words
Nonfiction Doreen Rappaport
A New Birth of Freedom
Nonfiction Abraham Lincoln
See How They Run
Nonfiction Susan E.
Goodman
Bringing Government Home
Nonfiction N/A
Why Does the Moon Change Shape
Nonfiction Melissa Stewart
Westward Bound: Settling the American
Nonfiction N/A
West
A Drop of Water
Nonfiction Walter Wick
History’s Mysteries
Nonfiction N/A
Native Americans: Yesterday and Today
Nonfiction N/A
One Nation, Many Cultures
Nonfiction N/A
The Grasshopper Springs
Poetry
James W. Hackett
Genius
Poetry
Nikki Grimes
Birdfoots Grandpa
Poetry
Joseph Bruchac
FIFTH GRADE
Second Day, First Impression
Fiction
Michelle Knudsen
Lost in the Museum Wings
Fiction
N/A
Where the Mountain Meets the Moon
Fiction
Grace Lin
Daedalus and Icarus
Fiction
Eric A. Kimmel
Weslandia
Fiction
Paul Fleischman
A Second Chance for Chip: The Case of the
Fiction
N/A
Curious Canine
A Dusty Ride
Fiction
N/A
Bud, Not Buddy
Fiction
Christopher Paul
Curtis
New Moon
Fiction
N/A
The Friend Who Changed My Life
Fiction
Pam Munoz Ryan
Title
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Illustrator
Bruce Whatley
N/A
N/A
Mark Teague
Nancy Carpenter
N/A
Kristina Rodanas
N/A
N/A
Steve Erwin
N/A
N/A
N/A
N/A
Kadir Nelson
N/A
Elwood H. Smith
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
Craig Orback
N/A
N/A
Pep Montserrat
Kevin Hawkes
N/A
N/A
Floyd Cooper
N/A
Carl Pearce

FIFTH GRADE (continued)
Title
Genre
Author
Why the Evergreen Trees Never Lose Their
Fiction
N/A
Leaves
Banks: Their Business and Yours
Nonfiction N/A
A Walk with Teddy
Nonfiction Theodore
Roosevelt
Who Wrote the Constitution
Nonfiction Candice Ransom
The Boy Who Drew Birds
Nonfiction Jacqueline Davis
The Story of Snow
Nonfiction Mark Cassino
Machu Picchu: Ancient City
Nonfiction N/A
Rosa
Nonfiction Nikki Giovanni
Our Voices, Our Votes
Nonfiction N/A
Planting Trees in Kenya
Nonfiction Claire A. Nivola
Words Free as Confetti
Poetry
Pat Mora
You and I
Poetry
Mary Ann
Hoberman
A Time to Talk
Poetry
Robert Frost

293

Illustrator
N/A
N/A
N/A
N/A
Melissa Sweet
Nora Aoyagi
N/A
Bryan Collier
N/A
Claire A. Nivola
N/A
N/A
N/A

Appendix D: Main Analysis Text Sample: Reading Street, Lee County
THIRD GRADE
Genre
Author
What About Me
Fiction
Ed Young
Prudy’s Problem and How She Solved It
Fiction
Carey ArmstrongEllis
Tops and Bottoms
Fiction
Janet Stevens
The Hare and the Tortoise
Fiction
Aesop
EXTRA! EXTRA! Fairy-Tale News from
Fiction
Alma Flor Ada
Hidden Forest
Catch It and Run!
Fiction
Margaret Mayo
A Symphony of Whales
Fiction
Steve Schuch
Fly, Eagle, Fly!
Fiction
Christopher
Gregorowski
Jalapeño Bagels
Fiction
Natasha Wing
Two Bad Ants
Fiction
Chris Van Allsburg
How the Kite Changed the World
Nonfiction Amy Bolt
Supermarket
Nonfiction Kathleen Krull
Title

Money from Long Ago
The Penguin Chick
Plants: Fitting into Their World
Seeing Stars
He Listens to Whales
Around One Cactus

Nonfiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction

My Turn at Bat: The Story of My Life
Hottest, Coldest, Highest, Deepest
America’s Champion Swimmer: Gertrude
Ederle
Foods of Mexico: A Delicious Blend
The Story of the Statue of Liberty
A Nation of Immigrants
Once Upon a Constitution
Talking Walls: Art for the People
When Charlie McButton Lost Power
Third-Grade Genius
Limericks
Written at Po-Shan Monastery
By Myself
Sing a Song of People
Saying Yes
Words Free as Confetti
The Star-Spangled Banner
Pushing Up the Sky
The Monster Maze

Nonfiction
Nonfiction
Nonfiction

Darleen Ramos
Betty Tatham
Susan E. Goodman
Donna Latham
E. Shan Correa
Anthony D.
Fredericks
Ted Williams
Steve Jenkins
David A. Adler

Nonfiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction
Poetry
Poetry
Poetry
Poetry
Poetry
Poetry
Poetry
Poetry
Poetry
Drama
Drama

George Ancona
Betsy Maestro
N/A
Ron Fridell
Katacha Diaz
Suzanne Collins
Gary Soto
Edward Lear
Hsin Chi’i-chi
Eloise Greenfield
Lois Lenski
Diana Chang
Pat Mora
Francis Scott Key
Joseph Bruchac
Walter Kirk
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Illustrator
Ed Young
Carey ArmstrongEllis
Janet Stevens
Michael Hague
Leslie Tyron
Richard Downs
Wendell Minor
Niki Daly
Antonio Castro
Chris Van Allsburg
N/A
Melanie Hope
Greenberg
N/A
Helen K. Davie
Michael J. Doolittle
N/A
N/A
N/A
N/A
Steve Jenkins
Terry Widener
N/A
N/A
N/A
N/A
N/A
Mike Lester
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
Tessa Flavin
N/A

Title
How Night Came from the Sea
The Ant and the Bear
Paul Bunyan
The Case of the Gasping Garbage

FOURTH GRADE
Genre
Author
Fiction
Mary-Joan Gerson
Fiction
Chief Lelooska
Fiction
Mary Pope
Osborne
Fiction
Michelle Torrey

Illustrator
Carla Golembe
N/A
Harvey Chan

Encyclopedia Brown and the Case of the
Slippery Salamander
A Film with a Message of Hope
Laura Ingalls Wilder
Letters Home from Yosemite
The Bison of Caprock Canyon
The Stickfast Hoop
Horse Heroes: True Stories of Amazing
Horses
Adelina’s Whales
Eye of the Storm
A Very Grand Canyon
Encantado: Pink Dolphins of the Amazon
Navajo Code Talkers
Seeker of Knowledge
Young Detectives in Potterville Middle
School
Smokejumpers: Life Fighting Fires
Lost City: The Discovery of Machu Picchu
Riding the Rails to Machu Picchu
Rick Climbing
Antarctic Journal

Fiction

Donald J. Sobol

Barbara Johansen
Newman
Brett Helquist

Nonfiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction

Robert Sparks
N/A
Lisa Halvorsen
Joseph Walters
N/A
Kate Perry

N/A
N/A
N/A
N/A
N/A
N/A

Nonfiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction

Richard Sobol
Stephen Kramer
Ann Gadzikowski
Sy Montgomery
Andrew Santella
James Rumford
Bonnie Kepplinger

N/A
Warren Faidley
N/A
N/A
N/A
N/A
N/A

Nonfiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction

N/A
N/A
N/A
N/A
N/A

Swimming Towards Ice
A Walk on the Moon
My Brother Martin

Nonfiction
Nonfiction
Nonfiction

Jim Thorpe’s Bright Path
Special Olympics, Spectacular Athletes
Front Porch

Nonfiction
Nonfiction
Poetry

His Hands
Homework
Lem Lonnigan’s Leaf Machine
Spring Meadow
The Best Paths

Poetry
Poetry
Poetry
Poetry
Poetry

The Door
Dream Dust
Fall Football

Poetry
Poetry
Poetry

Mark Beyer
Ted Lewin
Katacha Diaz
Ron Fridell
Jennifer Owings
Dewey
Claire Daniel
Judy Nayer
Christine King
Farris
Joseph Bruchac
Marlene Perez
Leslie Nelson
Jennings
Nikki Grimes
Russell Hoban
Andrea Perry
Yu Change
Kristine O’Connell
George
Miroslav Holub
Langston Hughes
Gary Soto
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N/A
N/A
Chris Soentpiet
S. D. Nelson
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A

FOURTH GRADE (continued)
Genre
Author
Poetry
J. Patrick Lewis
Drama
Don Abramson
FIFTH GRADE
Red Kayak
Fiction
Priscilla Cummings
A Job for Michelangelo
Fiction
Richard Foster
Westlandia
Fiction
Paul Fleischman
Gold Dreams
Fiction
Heather Miller
King Midas and the Golden Touch
Fiction
Charlotte Craft
Sweet Music in Harlem
Fiction
Debbie A. Taylor
Roberto Clemente: A Baseball Hero
Nonfiction Edgardo Rivera
Working on the Railroad
Nonfiction N/A
Hold the Flag High
Nonfiction Catherine Clinton
The Dinosaurs of Waterhouse Hawkins
Nonfiction Barbara Kerley
Mahalia Jackson
Nonfiction Julius Lester
Exploding Ants
Nonfiction Joanne Settel
The Extra Credit Club
Nonfiction Eduardo Cabrera
The Gymnast
Nonfiction Gary Soto
Books and Adventure
Nonfiction Lenny Jackson
Talk with an Astronaut
Nonfiction Ellen Ochoa
Women Astronauts
Nonfiction N/A
The Animals in My Life
Nonfiction Ron Fridell
Full Day
Poetry
Naomi Shihab Nye
For Peace Sake
Poetry
Cedric McClester
Two People I Want to Be Like
Poetry
Eve Merriam
Strangers
Poetry
Janet S. Wong
Perfect Harmony: Focus
Poetry
Charles R. Smith
Chemistry 101
Poetry
Marilyn Nelson
The Bronze Horse
Poetry
Beverly
McLoughland
The Termites
Poetry
Douglas Florian
The Stairs
Poetry
Oliver Herford
Under the Back Porch/Kexiah
Poetry
Virginia Hamilton
Camel
Poetry
Lillian M. Fisher
The Drum
Poetry
Nikki Giovanni
The Bat
Poetry
Theodore Roethke
Limericks
Poetry
Edward Lear
The Stormi Giovanni Club
Drama
Lydia R. Diamond
The Sea Battle
Drama
N/A
Title
First Men on the Moon
Scene Two

296

Illustrator
N/A
N/A
N/A
N/A
Kevin Hawkes
N/A
Kinuko Craft
Frank Morrison
N/A
N/A
Shane W. Evans
Brian Selznick
Lisa Cohen
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
R. Gregory Christie
N/A

Appendix E: Main Analysis Text Sample: Ready LAFS, Martin County1
THIRD GRADE
Title

Genre
Grandma’s Secret
Fiction
An Earful
Fiction
True or False
Fiction
Seaside Surprises
Fiction
Yosemite Morning
Fiction
Keeping the Lost Dog Los
Fiction
Basketball Ballet
Fiction
Paul Bunyan and the Tallest Tree
Fiction
The Cyclops
Fiction
Anansi Tries to Steal All the Wisdom in the World
Fiction
What is a Community
Nonfiction
Life in My Village
Nonfiction
Living in the Clouds
Nonfiction
Adventures of the Growing Nation
Nonfiction
Sacagawea’s Journey into History
Nonfiction
Race to the Rescue
Nonfiction
Horses Helping Others
Nonfiction
Oddball All-Stars
Nonfiction
Our Most Famous Immigrant
Nonfiction
Space Food
Nonfiction
Patriotic Pizza
Nonfiction
Ancient Toothpaste
Nonfiction
A Short History of Computers
Nonfiction
History of Television
Nonfiction
The Wind and the Leaves
Poetry
Little Puppy
Poetry
Little by Little
Poetry
The Truth About the Dragon’s Tooth
Poetry
Danger in Deep Space
Drama
How the Animals Got Their Beautiful Coats
Drama
Campfire Songs
Drama
FOURTH GRADE
Baseball Lesson
Fiction
The Two Travelers
Fiction
Sir Ivaine
Fiction
The Penny Thief
Fiction
The Moffatts
Fiction
Putting It Off
Fiction
The Sound of Money
Fiction

1

Author
Kat Williams
Dale-Marie Bryan
N/A
Wendell Riley
Hilary Dumitrescu
Siri Johnson
Lori Anastasia
N/A
Homer
N/A
Clayton James
Maahe
Jeanette Cannon
Teri Hillen
Jeanette Cannon
Lisa Torrey
Natasha Yim
Jodi Wheeler-Toppen
Nancy Whitelaw
Claire Daniels
Karin Gaspartich
Tom Wiggins
Spencer Kay
Marcus Fink
George Cooper
N/A
N/A
John Hansen
Annika Pederson
N/A
Bernie Paw
Bianca Gomez
Aesop
Maude Radford
Charlotte Fairchild
Eleanor Estes
Alan McMullen
N/A

No illustrators were listed in the Ready LAFS texts, therefore this column was eliminated from the Appendix E
chart.
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FOURTH GRADE (continued)
Genre
Fiction
Fiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction
Poetry
Poetry
Drama
Drama
Drama
Drama
Drama
FIFTH GRADE
The Pocket Watch
Fiction
Soldiers, Sleds, and Sam
Fiction
The Bell of Atri
Fiction
The Adventures of Montgomery May
Fiction
Sir Gawain and the Green Knight
Fiction
Arthur and the Sword
Fiction
Throwing Fire
Fiction
Wildfire Worries
Fiction
The Spider and the Fly
Fiction
The North Wind and the Sun
Fiction
The Dog and His Reflection
Fiction
The Swollen Fox
Fiction
Mile-High Mystery
Fiction
A Rapid Challenge
Fiction
Dorothy and the Wizard of Oz
Fiction
A Portrait of Frida Kahlo
Nonfiction
Cesar Chavez
Nonfiction
Firsts in Flight
Nonfiction
The Rise and Fall of Three African Kingdoms
Nonfiction
Time of Discovery and Rediscovery
Nonfiction
From Furs to Five-Dollar Bills
Nonfiction
What Was the Great Depression
Nonfiction
Farming in Space
Nonfiction
Living on Mars
Nonfiction
Zebulon Pike and the Source of the Mississippi
Nonfiction
Title
The Peasant and the Cucumbers
The Old Couple and the Crane
The Snake Charmer
Fulton’s Success
It All Began with Spacewar
Why Salt?
The Night the Martians Landed
Cartoons for Grown-ups
The History of Movie Making
To Space and Back
Henry Hudson
The Coming of the Dutch
A Short History of Easter Island
Roads
The House by the Side of the Road
Where’s My Mummy
The Lightning Tantrum
The Endless Tale
The Sound of Money
The Talker
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Author
Leo Tolstoy
N/A
Sylvester Capello
Lois Miner Huey
Peter Roop
N/A
Scott Carey
Jacob Miller
Gallimard Jeunesse
Sally Ride
Edward R. Shaw
John McMaster
Monique Jenkins
Rachel Field
Sam Walter
Silas Johnson
Hillary Strum
Augustus Stevenson
N/A
N/A
Anthony McPherson
Elizabeth Weiss Vollstadt
Jane Carey
Anna Blum
Chris Barlett
Sara Cone Bryant
Skyler Tegland
Annika Pederson
Mary Howitt
Aesop
Aesop
Aesop
Joanna Banks
Danielle Lawrence
L. Frank Baum
Gene Erskine
Jose Hernandez
Edward Castillo
Jo Pitkin
Nancy Day
Jason Liu
Fran Severs
Amy Hansen
Kevin Charles
George Chester

FIFTH GRADE (continued)
Title
Genre
The Journals of Zebulon Pike
Nonfiction
Village Life in America
Nonfiction
U.S. Marshal Arrests Anthony
Nonfiction
Rochester Union and Advertiser
Nonfiction
On Women’s Rights to Vote
Nonfiction
Boston Tea Party Eyewitness Account: Joshua Wyeth Nonfiction
Boston Tea Party Eyewitness Account: John Andrews Nonfiction
The Slave Quilt Code: Fact or Fiction
Nonfiction
Human Code Machines
Nonfiction
Bell and the Telephone
Nonfiction
Did Gray or Bell Invent the Telephone
Nonfiction
Night Walk
Poetry
Anna’s Monsters
Poetry
Going Down Hill on a Bicycle, A Boy’s Song
Poetry
Rain in Summer
Poetry
Three Wise Old Women
Lightning Song
Windy Nights
King Alfred
Amelia
The Miser
Ellis Island
A Very Tall Tale

Poetry
Poetry
Poetry
Drama
Drama
Drama
Drama
Drama
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Author
Zebulon Pike
Caroline Cowles Richards
N/A
N/A
Susan B. Anthony
Joshua Wyeth
John Andrews
Ron Fridell
Bruce Watson
Melanie Cartwright
Tom Xiao
Amy Saito
Justin Nunez
Henry Charles Beeching
Henry Wadsworth
Longfellow
Elizabeth T. Corbett
N/A
Robert Louis Stevenson
Richard Madsen
Louise Rozett
N/A
Giovani Tesani
Tina Frank

Appendix F: Main Analysis Text Sample: Florida Journeys, Orange County
THIRD GRADE
Genre
Author
Fiction
Tim Egan
Fiction
Eve Bunting
Fiction
Uri Shulevitz
Fiction
Allen Say
Fiction
Beverly Cleary
Nonfiction N/A
Nonfiction Nicola Davies
Nonfiction Michael Dooling
Nonfiction Mark Andrews
Nonfiction Alice Cary
Nonfiction Tina Brigham
Nonfiction Samuel Winters
Nonfiction Joan Plummer
Russell
Kids and Critters
Nonfiction N/A
The Albertosaurus Mystery: Philip Currie’s
Nonfiction T. V. Padma
Hunt in the Badlands
A Tree Is Growing
Nonfiction Arthur Doris
Life on the Ice
Nonfiction Susan E. Goodman
The Journey: Stories of Migration
Nonfiction Cynthia Rylant
Mountains: Surviving on Mt. Everest
Nonfiction Michael Sandler
Homer
Poetry
Nikki Grimes
A Bat is Born
Poetry
Randall Jarrell
The Raven: An Inuit Myth
Drama
Peter Case
FOUTH GRADE
Because of Winn-Dixie
Fiction
Kate DiCamillo
Stormalong
Fiction
Mary Pope
Osborne
Me and Uncle Romie
Fiction
Claire Hartfield
Dear Mr. Winston
Fiction
Ken Roberts
The Dove and the Ant
Fiction
N/A
The Fun They Had
Fiction
Isaac Asimov
Because of Bookends
Nonfiction John Korba
My Brother Martin
Nonfiction Christine King
Farris
Langston Hughes: A Poet and a Dreamer
Nonfiction N/A
My Librarian is a Camel: How Books are
Nonfiction Margiet Ruurs
Brought to Children Around the World
From Idea to Book
Nonfiction Kim Becker
The Kids Guide to Money
Nonfiction Steve Otfinoski
The History of Radio
Nonfiction Vivian Fernandez
Coming Distractions: Questioning Movies
Nonfiction Frank W. Baker
How Do They Do That?
Nonfiction Allan Giles
Title
The Trial of Cardigan Jones
Pop’s Bridge
The Treasure
Kamishibai Man
The Extra-Good Sunday
Kids Making a Difference
Bat Loves Night
Young Thomas Edison
Technology Wins the Game
Science for Sports Fans
Goodness Grows in Gardens
The Trail of Tears
Aero and Officer Mike
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Illustrator
Tim Egan
C. F. Payne
N/A
N/A
Tuesday Mourning
N/A
Sar Fox-Davies
Michael Dooling
N/A
N/A
N/A
N/A
Kris Turner
N/A
N/A
N/A
Michael J. Doolittle
N/A
N/A
N/A
Sue Todd
N/A
N/A
Greg Newbold
Jerome Lagarrigue
Andy Hammond
N/A
Alan Flinn
N/A
Chris Soenpiet
N/A
N/A
N/A
N/A
NA
N/A
N/A

FOURTH GRADE (continued)
Genre
Author
Cold, Cold Science
Nonfiction Dewey Badeaux
The Life and Times of the Ant
Nonfiction Charles Micucci
Ecology for Kids
Nonfiction Federico Arana
The Right Dog for the Job: Ira’s Path from
Nonfiction Dorothy Hinshaw
Service Dog to Guide Dog
Patent
Harvesting Hope: The Story of Cesar Chavez Nonfiction Kathleen Krull
The Edible Schoolyard
Nonfiction Ned L. Legol
Sacagawea
Nonfiction Lise Erdrich
The Ever-Living Tree: The Life and Times of Nonfiction Linda Vieira
a Coast Redwood
Toys! Amazing Stories Behind Some Great
Nonfiction Don Wulffson
Inventions
To You
Poetry
Langston Hughes
The Dream Keeper
Poetry
Langston Hughes
Lines Written for Gene Kelly to Dance To
Poetry
Carl Sandberg
Umbrella
Poetry
Rob Hale
Weatherbee’s Diner
Poetry
Calef Brown
untitled
Poetry
Teton Sioux
The Wind
Poetry
Crow
Ancestors of Tomorrow First Recorded 6,000 Poetry
J. Patrick Lewis
Year-Old Tree in America
FIFTH GRADE
A Package for Mrs. Jewls
Fiction
Louis Sachar
Off and Running
Fiction
Gary Soto
Elisa’s Diary
Fiction
Doris Luisa Oronoz
Why Koala Has No Tail
Fiction
Vivian Fernandez
Lunch Money
Fiction
Andrew Clements
LAFFF
Fiction
Lensey Namioka
The Black Stallion
Fiction
Walter Farley
Tucket’s Travels
Fiction
Gary Paulsen
The Birchbark House
Fiction
Louise Erdrich
Vote for Me!
Nonfiction Pamela Zarn
Everglades Forever: Restoring America’s
Nonfiction Trish Marx
Greatest Wetland
Pea Island’s Forgotten Heroes
Nonfiction Cecelia
Munzenmaier
Can’t You Make Them Behave, King George Nonfiction Jean Fritz
Tea Time
Nonfiction Lawrence Tolbert
Vaqueros: America’s First Cowboys
Nonfiction George Anacona
Lewis and Clark
Nonfiction R. Conrad Stein
Karate Kid
Poetry
Jane Yolen
Deanie McLeanie
Poetry
Walter Dean Myers
Words Free as Confetti
Poetry
Pat Mora
The Midnight Ride of Paul Revere
Poetry
Henry Wadsworth
Longfellow
Title
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Illustrator
N/A
Charles Micucci
N/A
William Muñoz
Yuyi Morales
N/A
Julie Buffalohead
Christopher Canyon
NA
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A

Bruce McPherson
Eric Velasquez
Byron Gin
Micha Archer
Adam Gustavson
Hiromitsu Yokota
Robert Barret
Bill Farnsworth
S. D. Nelson
N/A
Cindy Karp
N/A
Tomie dePaola
NA
N/A
N/A
N/A
N/A
N/A
N/A

Title
To Write Poetry/Para escribir poesia
The Cowboy’s Life
Questioning Gravity
A Royal Mystery
What Makes It Good?

FIFTH GRADE (continued)
Genre
Author
Poetry
Francisco X.
Alarcon
Poetry
N/A
Drama
Katie Sharp
Drama
Audrey Carangelo
Drama
Cynthia Benjamin
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Illustrator
N/A
N/A
N/A
Jessica Secheret
N/A

Appendix G: Main Analysis Text Sample: Scholastic Mentor Texts, Palm Beach County
THIRD GRADE
Genre
Author
Exclamation Mark
Fiction
Amy Krouse
Rosenthal
Lizards
Nonfiction Nic Bishop
FOURTH GRADE
If Kids Ran the World
Fiction
Leo Dillon
The Three Little Pigs and a Somewhat Bad
Fiction
Mark Teague
Wolf
Who Would Win? Whale v. Giant Squid
Nonfiction Jerry Pallota
Steve Jobs
Nonfiction Josh Gregory
Season of the Circle
Nonfiction Joseph Bruchac
FIFTH GRADE
Unspoken
Fiction
Henry Cole
What’s New? The Zoo! A Zippy History of
Nonfiction Kathleen Krull
Zoos
Title
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Illustrator
Tom Lichtenheld
N/A
Diane Dillon
Mark Teague
Rob Bolster
N/A
Robert F. Gould
Henry Cole
Marcellus Hall

Appendix H: Main Analysis Text Sample: Florida Treasures, Volusia County

Title
The Perfect Pet
Evan’s Welcome
Josh’s Discovery
One Riddle, One Answer
The Jones Family Express
Cock-A-Doodle-Doo!
Boom Town
The Printer
Nancy’s Library
A Castle of Viola Street
Wilbur’s Web (from Charlotte’s Web)
The Lion and the Mouse
The News from School
How to Be a Good Citizen
All Are Equal: It’s the Law
Penguin Chick
The Planets in Our Solar System
Author: A True Story
What Do Illustrations Do?
What Causes Day and Night?
Washington Weed Whackers
Up a Creek
Here’s My Dollar
Susan B. Anthony: A Pioneer for Human
Rights
How to Earn Money
Beatrice’s Goat
Ugandan Girl Reaches Goal
A Carousel of Dreams
An American Hero Flies Again
Home-Grown Butterflies from Ranger Rick
Antarctic Anthem
Where I Sit Writing
Recycling
Monarch Butterfly
The Astronaut and the Onion
Because of Winn-Dixie
A Walk on the Beach
Diary of a Scarecrow’s Helper
The Cricket in Times Square

THIRD GRADE
Genre
Author
Fiction
Margie Palatini
Fiction
N/A
Fiction
N/A
Fiction
Lauren Thompson
Fiction
Javaka Steptoe
Fiction
Janet Stevens
Fiction
Sonia Levitin
Fiction
Myron Uhlberg
Fiction
N/A
Fiction
DyAnne DiSalvo
Fiction
E. B. White
Fiction
Max McGee
Fiction
N/A
Nonfiction Jan Smith
Nonfiction N/A
Nonfiction Betty Tatham
Nonfiction Franklyn M.
Branley
Nonfiction Helen Lester
Nonfiction Eileen Cristelow
Nonfiction Keisha Oliver
Nonfiction N/A
Nonfiction N/A
Nonfiction Gary Soto
Nonfiction N/A
Nonfiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction
Nonfiction

R. J. Harkin
Page McBrier
Ann Frost
N/A
N/A
Deborah
Churchman
Poetry
Judy Sierra
Poetry
Allan Ahlberg
Poetry
J. Z. Belle
Poetry
Marilyn Singer
FOURTH GRADE
Fiction
Ann Cameron
Fiction
Kate DiCamillo
Fiction
N/A
Fiction
N/A
Fiction
George Seldon
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Illustrator
Bruce Whatley
N/A
N/A
Linda S. Wingerter
Javaka Steptoe
Janet Stevens
Cat Bowman Smith
Henri Sorensen
N/A
DyAnne DiSalvo
Garth Williams
N/A
N/A
N/A
N/A
Helen K. Davie
Kevin O’Malley
Helen Lester
Eileen Cristelow
N/A
N/A
N/A
N/A
N/A
N/A
Lori Lohstoeter
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
Anna Rich
N/A
N/A
N/A
Garth Williams

FOURTH GRADE (continued)
Title
Genre
Author
Poseidon and the Kingdom of Atlantis
Fiction
Gillian Reed
Tiger’s Teacher
Fiction
N/A
One Thousand Nights and a Night
Nonfiction Neena Akram
Sky-High Dining
Nonfiction Mel Dorsett
My Brother Martin
Nonfiction Christine King
Farris
Barbara Jordan: A Powerful Speaker
Nonfiction Jayden Kirksey
Standing Tall
Nonfiction N/A
The Pony Express
Nonfiction Beatriz Santiago
And Still More Tales
Nonfiction Eric Michaels
Silent Spring No Longer: Rachel Carson
Nonfiction N/A
The Life and Times of the Ant
Nonfiction Charles Micucci
Encyclopedias
Nonfiction N/A
My Brothers’ Flying Machine
Nonfiction Jane Yolen
Adelina’s Whales
Nonfiction Richard Sobol
Soil Turned to Dust
Nonfiction Miriam Ramirez
Taking the Lead
Nonfiction N/A
Snowflake Bentley
Nonfiction Jacqueline Briggs
Martin
How Ben Franklin Stole the Lightning
Nonfiction Rosalyn Schanzer
I Love the Look of Words
Poetry
Maya Angelou
FIFTH GRADE
A Voice in the Dark
Fiction
N/A
How Poison Came into the World
Fiction
Paul Sirls
The Fox and the Crow
Fiction
Mei Kirimoto
Ben’s Bug Blog
Fiction
N/A
Davy Crockett Saves the World
Fiction
Rosalyn Schanzer
A Twist in the Trail
Fiction
N/A
Bravo, Tavo!
Fiction
Brian Meunier
Through My Eyes
Nonfiction Ruby Bridges
Love at First Sight
Nonfiction Amy Yin
Maya Lin: Architect of Memory
Nonfiction N/A
A Salute to Servicewomen
Nonfiction N/A
The Story of Radio
Nonfiction N/A
A Tale Told Around the World
Nonfiction Lateesha Gray
Talk About a Great Story
Nonfiction N/A
The World’s Best Neighbor
Nonfiction N/A
Black Cowboy, Wild Horse: A True Story
Nonfiction Julius Lester
A Historic Journey
Nonfiction N/A
The Tales Are Getting Taller
Nonfiction Kyle Seulen
Suffrage for Women
Nonfiction Maria Chan
The National Spelling Bee
Nonfiction Nicole Lee
A Dream Comes True
Nonfiction N/A
Profile of a Paralympian
Nonfiction N/A
The Termites
Poetry
Douglas Florian
Navajo Code Talkers: Five Cinquains
Poetry
Mary Willie
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Illustrator
N/A
N/A
N/A
N/A
Chris Soenpiet
N/A
N/A
N/A
N/A
N/A
Charles Micucci
N/A
Jim Burke
N/A
N/A
N/A
Mary Azarian
N/A
N/A
N/A
N/A
N/A
N/A
Rosalyn Schanzer
N/A
Perky Edgerton
N/A
N/A
N/A
N/A
N/A
N/A
N/A
N/A
Jerry Pinkney
N/A
N/A
NA
N/A
N/A
N/A
N/A
N/A

Appendix I: Coding Frame
Code Level
Parent Code

Code Name
Author
Ethnicity/Race

Sub-Code of
African
Author
American
Ethnicity/Race

Sub-Code of
Asian
Author
Ethnicity/Race

Sub-Code of
Chinese
Author
Ethnicity/Race
and Asian

Description
Sub-codes identify the
author’s ethnicity/race as
determined from biographical
information in the text,
information from the author’s
website, and/or information
from the University of
Wisconsin’s Cooperative
Children’s Book Center.
This code applies to authors
who are African American as
determined from biographical
information in the text,
information from the author’s
website, and/or information
from the University of
Wisconsin’s Cooperative
Children’s Book Center.
This code applies to authors
who are Asian as determined
from biographical
information in the text,
information from the author’s
website, and/or information
from the University of
Wisconsin’s Cooperative
Children’s Book Center.
Asian includes but is not
limited to Chinese, Japanese,
Korean, etc.
This code applies to authors
who are Asian as determined
from biographical
information in the text,
information from the author’s
website, and/or information
from the University of
Wisconsin’s Cooperative
Children’s Book Center.
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Example

Text

In her biography on
her website, nikkigiovanni.com,
Giovanni refers to
herself as Black. She
also describes her
pride at having won
seven NAACP
image awards.
According to the
Library of Congress,
Kazue Mizumura is
of Japanese birth.

From Rosa in
Reading
Wonders used
by Escambia
and Leon
counties.

In the “About the
Author” section of
Lon Po Po, it states,
“Born in Tientsin,
China, Ed Young
grew up in
Shanghai, and brings
his Eastern heritage
to his artwork.”

From Lon Po
Po in Duval
Reads used by
Duval County.

From Haiku in
Florida
Treasures
used by
Volusia
County.

Code Level
Code Name
Sub-Code of
Hispanic
Author
Ethnicity/Race

Sub-Code of
Native
Author
American
Ethnicity/Race

Sub-Code of
Unknown
Author
Ethnicity/Race

Description
This code applies to authors
who are Hispanic as
determined from biographical
information in the text,
information from the author’s
website, and/or information
from the University of
Wisconsin’s Cooperative
Children’s Book Center.
This code applies to authors
who are Native American as
determined from biographical
information in the text,
information from the author’s
website, and/or information
from the University of
Wisconsin’s Cooperative
Children’s Book Center.
Native American includes but
is not limited to Sioux,
Cheyenne, Lakota, etc.

This code applies to authors
whose ethnicity/race cannot
be determined due to lack of
information with the core
reading series, author’s
website, and/or the University
of Wisconsin’s Cooperative
Children’s Book Center.
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Example
In her biography on
her website,
almaflorada.com,
Ada shares her
Cuban heritage.
Components of her
website are provided
both in English and
Spanish.
Bruchac’s website,
josephbruchac.com,
Bruchac states, “For
over forty years
Joseph Bruchac has
been creating
literature and music
that reflect his
indigenous heritage
and traditions. He is
a proud Nulhegan
Abenaki citizen and
respected elder
among his people.”
Only the author's
name, Tim Brown,
is provided. There is
not accompanying
picture. Due to the
commonness of the
name and lack of
photograph, it was
not possible to
identify the exact
author through an
internet search and
his ethnicity/race is
unknown.

Text
From I Love
Saturdays y
domingos in
Reading Street
used by Lee
County.

From Eagle
Song in Duval
Reads used by
Duval County,
Seasons of the
Circle in
Scholastic
Mentor Texts,
used by Palm
Beach County,
among others.

From
Tsunamis and
Hurricanes in
Ready LAFS
used by
Martin
County.

Code Level
Code Name
Sub-Code of
White
Author
Ethnicity/Race

Description
This code applies to authors
who are White as determined
from biographical
information in the text,
information from the author’s
website, and/or information
from the University of
Wisconsin’s Cooperative
Children’s Book Center.

Parent Code

Author
Unknown

This code applies to texts in
which there is no author listed
or the author is listed as
“unknown,” “anonymous,” or
something similar.

Parent Code

Character
Ethnicity

Sub-codes identify the
character’s ethnicity/race as
determined from information
in the student texts. For
nonfiction texts, when
applicable, information from
reputable websites such as the
Library of Congress, the
Smithsonian Institute, and
others were used to identify
and/or confirm character
ethnicity/race.
This code applies to
characters identified as
African in the text through
descriptions or, in nonfiction
texts, through information
from other sources. It differs
from the sub-code “African
American.”

Sub-Code of
African
Character
Ethnicity/Race

308

Example
In photographs
accompanying the
biographical
information in the
student text and
those on her
personal website,
author Joan Sandlin
appears to be White.
There is no
information in her
personal biography
regarding being of
an ethnicity/race
other than White.
Information in the
student text states
she was inspired by
a friend's
experiences to create
the text.
No author is listed
after the title of the
text.

Text
From Coyote
School News
in Reading
Street used by
Lee County.

Beatrice Biira is
Ugandan. This is
stated directly in the
text.

From
Ugandan Girl
Reaches Goal
in Florida
Treasures by
Volusia
County.

From Diary of
a Scarecrow’s
Helper in
Florida
Treasures
used by
Volusia
County.

Code Level
Code Name
Sub-Code of
African
Character
American
Ethnicity/Race

Sub-Code of
Asian
Character
Ethnicity/Race

Description
This code applies to
characters identified as
African American in the text
through descriptions or, in
nonfiction texts, through
information from other
sources. It differs from the
sub-code “African.”
This code applies to
characters identified as Asian
in the text through
descriptions or, in nonfiction
texts, through information
from other sources.

Example
In the student text,
Garrett Morgan is
described as “the
son of freed slaves”
and “the first
African American in
Cleveland to buy an
automobile.”
Although not
specifically
identified as Asian
or Asian American,
Charlie Chu and his
family are drawn
with features
associated with
Asian races and
contrast with the
White main
character, Robert.
The text is set San
Francisco, which has
a large Asian
population.
The last name Chu
is associated with
the Chinese
nationality.

Text
From Garrett
Morgan:
Inventor Hero
in Duval
Reads used by
Duval County.

From The
National
Spelling Bee in
Florida
Treasures
used by
Volusia
County.
From Help of
Haiti: People
in Haiti Need
Your Help in
Duval Reads
used by Duval
County.

Sub-Code of
Chinese
Character
Ethnicity/Race
and Asian

This code applies to
characters identified as
Chinese in the text through
descriptions or, in nonfiction
texts, through information
from other sources.

Sub-Code of
Indian
Character
Ethnicity/Race
and Asian

This code applies to
characters identified as Indian
in the text through
descriptions or, in nonfiction
texts, through information
from other sources.

A story in the New
York Times
identified Akshay
Buddiga as Indian.

Sub-Code of
Haitian
Character
Ethnicity/Race

This code applies to
characters identified as
Haitian in the text through
descriptions or, in nonfiction
texts, through information
from other sources.

The text identifies
struggles of Haitians
after earthquake.
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From Pop’s
Bridge in
Florida
Journeys used
by Orange
County.

From Pop’s
Bridge in
Florida
Journeys used
by Orange
County.

Code Level
Code Name
Sub-Code of
Hawaiian
Character
Ethnicity/Race

Description
This code applies to
characters identified as
Hawaiian in the text through
descriptions or, in nonfiction
texts, through information
from other sources.

Example
The main character
is Maui, a Hawaiian
demigod.

Sub-Code of
Hispanic
Character
Ethnicity/Race

This code applies to
characters identified as
Hispanic in the text through
descriptions or, in nonfiction
texts, through information
from other sources.

Sub-Code of
Jamaican
Character
Ethnicity/Race

This code applies to
characters identified as
Hispanic in the text through
descriptions or, in nonfiction
texts, through information
from other sources.
This code applies to
characters identified as
indigenous to the region in
which the text is set as
revealed through descriptions
or, in nonfiction texts,
through information from
other sources.
This code applies to
characters identified as
Native American in the text
through descriptions or, in
nonfiction texts, through
information from other
sources.
This code applies to
characters identified as
Middle Eastern in the text
through descriptions or, in
nonfiction texts, through
information from other
sources.
This code applies to
characters identified as Iraqi
in the text through
descriptions or, in nonfiction
texts, through information
from other sources.

The text states
“Abuelito also likes
to tell stories. He
tells me about the
times when he was
growing up on a
rancho in Mexico.”
The text states, “He
was Jamaican and
spoke with an accent
that Danny liked a
lot.”

Sub-Code of
Indigenous
Character
Ethnicity/Race

Sub-Code of
Native
Character
American
Ethnicity/Race
and
Indigenous

Sub-Code of
Middle
Character
Eastern
Ethnicity/Race

Sub-Code of
Iraqi
Character
Ethnicity/Race
and Middle
Eastern
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Text
From How
Maui Snared
the Sun in
Ready LAFS
used by
Martin
County.
From I Love
Saturdays y
domingos in
Reading Street
used by Lee
County.
From Eagle
Song in Duval
Reads used by
Duval County.

Chimidyue’s tale is
from the Tukuna
(also Tucuna or
Tikuna) tribe of
South America.

From The
Wings of the
Butterfly in
Duval Reads
used by Duval
County.

The main character
in the text identifies
himself as Navajo.

From Eagle
Song in Duval
Reads used by
Duval County.

This text is the true
story of Alia
Muhammad Baker is
an Iraqi librarian.

From The
Librarian of
Basra in
Duval Reads
used by Duval
County.

This text is the true
story of Alia
Muhammad Baker is
an Iraqi librarian.

From The
Librarian of
Basra in
Duval Reads
used by Duval
County.

Code Level
Code Name
Sub-Code of
Persian
Character
Ethnicity/Race
and Middle
Eastern

Description
This code applies to
characters identified as
Persian in the text through
descriptions or, in nonfiction
texts, through information
from other sources.

Example
The text states,
“Many years ago, a
wealthy Persian
merchant…”

Sub-Code of
Not Applicable
Character
– Animal
Ethnicity/Race

This code applies to
characters whose ethnicity is
not applicable because the
character is an animal.

The three main
characters were
pigs. Other
characters, like the
farmer and the wife,
were human.

Sub-Code of
Not Applicable
Character
– Other
Ethnicity/Race

This code applies to
characters whose ethnicity is
not applicable because the
character is an object, part of
nature, etc.

One of the
characters is a
scarecrow.

Sub-Code of
Two or more
This code applies to
Character
ethnicities/races characters identified as being
Ethnicity/Race
of two or more
ethnicities/races in the text
through descriptions or, in
nonfiction texts, through
information from other
sources.
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The text states that
Steve Jobs’ mother
was White, and his
father was Syrian.

Text
From The
Secret
Message in
Reading
Wonders used
by Escambia
and Leon
counties.
From the
Three Little
Pigs in
Scholastic
Mentor Texts
used by Palm
Beach County.
From Diary of
a Scarecrow’s
Helper in
Florida
Treasures
used by
Volusia
County.
From Steve
Jobs in
Scholastic
Mentor Texts
used by Palm
Beach County.

Code Level
Code Name
Sub-Code of
Unknown
Character
Ethnicity/Race

Description
This code applies to
characters whose ethnicity is
not able to be determined
from the information
provided in the text or
through other sources.

Sub-Code of
White
Character
Ethnicity/Race

This code applies to
characters identified as
White in the text through
descriptions or, in nonfiction
texts, through information
from other sources.
This code applies to
instances in which a
character’s native language is
used.
This code applies to
instances in which the author
includes AAVE.

Parent Code

Character
Language

Sub-Code of
Character
Language

African
American
Vernacular
English
(AAVE)
Mandarin

Sub-Code of
Character
Language

Sub-Code of
Character
Language

English

Example
Bugworth’s
ethnicity/race is
unknown. In
illustrations, his skin
looks darker than
some characters and
lighter than others.
He has dark hair and
eyes. The illustrator
did not use
stereotypical
physical
characteristics and
the author did not
use common names
from Hispanic or
other ethnicities.
Susan B. Anthony, a
White female, is the
main character of
the text.

Text
From LaRue
for Mayor in
Reading
Wonders used
by Escambia
and Leon
counties.

“Anyhow,
Hiawatha, you
cool.”

From Eagle
Song in Duval
Reads used by
Duval County

This code applies to
instances in which the author
includes the Mandarin
language.

“Ai yo!” (Ouch)

This code applies to
instances in which the author
includes English. This refers
not to modern English, but
rather English as used in
historic times.

“Gee, but it’s cold!”

From The Real
Story of Stone
Soup in
Reading
Wonders used
by Escambia
and Leon
counties.
From
America’s
Champion
Swimmer:
Gertrude
Ederle in
Reading Street
used by Lee
County.
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From Order in
the Court in
Duval Reads
used by Duval
County.

Code Level

Code Name

Description

Example

Text

Sub-Code of
Character
Language

Finnish

This code applies to
instances in which the author
includes the Finnish
language.

“Kirjastovene”
(book boat)

Sub-Code of
Character
Language

French

This code applies to
instances in which the author
includes the French
language.

“Des poulets dans le
chariot de bebe?”
(Chickens in the
baby stroller?)

Sub-Code of
Character
Language

Hawaiian

This code applies to
instances in which the author
includes the Hawaiian
language.

“kapas” (a type of
clothing)

Sub-Code of
Character
Language

Jamaican

Sub-Code of
Character
Language

Japanese

This code applies to
instances in which the author
includes the Jamaican
language or dialect.
This code applies to
instances in which the author
includes the Japanese
language.

Mr. Kincaid,
identified as
Jamaican says,
“Mahhnn.”
“Jiichan” and
“Baachan”
(Grandpa and
Grandma)

Sub-Code of
Character
Language

Native
American

This code applies to
instances in which the author
includes Native American
language.

The main character
calls the bears
“aheen” which is
Ojibwe for “little
brother.”

Sub-Code of
Character
Language

Spanish

This code applies to
instances in which the author
includes the Spanish
language.

“domingo”
(Sunday)

From My
Librarian is a
Camel in
Florida
Journeys used
by Orange
County.
From Nora’s
Ark in
Reading
Wonders used
by Escambia
and Leon
counties.
From How
Maui Snared
the Sun in
Ready LAFS
used by
Martin
County.
From Eagle
Song in Duval
Reads used by
Duval County.
From
Kamishibai
Man in
Florida
Journeys used
by Orange
County.
From The
Birchbark
House is
Florida
Journeys used
by Orange
County.
From I Love
Saturdays y
domingos in
Reading Street
used by Lee
County.
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Code Level

Code Name

Description

Example

Text

Sub-Code of
Character
Language

Swedish

This code applies to
instances in which the author
includes the Swedish
language.

“bokbat” (book
boat)

From My
Librarian is a
Camel in
Florida
Journeys used
by Orange
County.

Parent Code

Cultural Values

Sub-Code of
Cultural
Values

Community
and Family

This code applies to
instances in which
sociocultural themes related
to groups of people are
described in the text.
This code applies to
instances in which the author
describes the coming
together of a community or
family to assist or celebrate
one of its own. The code
applies to instances in which
the author describes a sense
of belonging and compassion
among members of the
group.

From Coyote
School News
in Reading
Street used by
Lee County.

Sub-Code of
Cultural
Values

Respect for
Earth

This code applies to
instances in which the author
portrays characters as
demonstrating a respect for
land, animals, and nature.

Sub-Code of
Cultural
Values

Respect for
Elders

This code applies to
instances in which the author
portrays characters as
demonstrating a respect for
elders.

The author
describes the
roundup and
Nochebueno in
which extended
family members and
neighbors gather to
round up and brand
cattle. The eat, play
games, and attend
Mass with one
another.
The author
describes the
sacrifice of a young
girl who loves Earth
so much and wishes
it to heal that she
sacrifices her most
valuable possession.
The author
describes the
friendship between
a child and a
nursing home
patient. The child
states, “I couldn’t
wait to visit my new
friend again…” The
girl learned to care
for and respect her
elder.

Sub-Code of
Cultural
Values

Tradition

This code applies to
instances in which the author
describes the traditions of a
group.
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From A Gift
from the Heart
in Reading
Street used by
Lee County.

From
Agualindo in
Reading
Wonders used
by Escambia
and Leon
counties.

Code Level

Code Name

Description

Example

Text

Sub-Code of
Cultural
Values and
Tradition

Clothing

This code applies to
instances in which the author
describes the traditional
clothing of a culture or group
of people.

Sub-Code of
Cultural
Values and
Tradition

Dance

This code applies to
instances in which the author
describes dancing in a
manner that is traditional to
the culture portrayed.

From Gary the
Dreamer in
Reading
Wonders used
by Escambia
and Leon
counties.
From Seasons
of the Circle
in Scholastic
Mentor Texts
used by Palm
Beach County.

Sub-Code of
Cultural
Values and
Tradition

Food

This code applies to
instances in which the author
describes food as being
important to upholding or
celebrating traditions.

Sub-Code of
Cultural
Values and
Tradition

Games and
Sports

This code applies to
instances in which the author
describes a traditional game
or sport associated with the
culture portrayed.

The text states, “I
remember mariachis
roving the street.
Their sombreros
were huge. You
couldn’t see their
eyes.”
The author
describes Mountain
Spirit dancers
circling the fire to
honor an Apache
girl as she becomes
a woman.
The author
describes how each
season the tribes
engage in the same
traditions. In one
instance, the Lanape
women work
together to gather
sap from maple
trees.
The author
describes how the
Mohawk men play
snow snake on the
frozen lake.

Sub-Code of
Cultural
Values and
Tradition

Music

This code applies to
instances in which the author
music associated with the
culture portrayed.

Parent Code

Illustrator
Ethnicity/Race

Sub-codes identify the
illustrator’s ethnicity/race as
determined from
biographical information in
the text, information from the
illustrator’s website, and/or
information from the
University of Wisconsin’s
Cooperative Children’s Book
Center.
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The text states, “I
remember mariachis
roving the street…
Their trumpets
blared. The guitars
strummed. Their
violins seemed to
weep. The guitarron
thumped deeply.

From Seasons
of the Circle
in Scholastic
Mentor Texts
used by Palm
Beach County.

From Seasons
of the Circle
in Scholastic
Mentor Texts
used by Palm
Beach County.
From Gary the
Dreamer in
Reading
Wonders used
by Escambia
and Leon
counties.

Code Level

Code Name

Sub-Code of
African
Illustrator
American
Ethnicity/Race

Sub-Code of
Asian
Illustrator
Ethnicity/Race

Sub-Code of
Chinese
Illustrator
Ethnicity/Race
and Asian

Sub-Code of
Hispanic
Illustrator
Ethnicity/Race

Description

Example

Text

This code applies to
illustrators who are African
American as determined
from biographical
information in the text,
information from the
illustrator’s website, and/or
information from the
University of Wisconsin’s
Cooperative Children’s Book
Center.
This code applies to
illustrators who are Asian as
determined from
biographical information in
the text, information from the
illustrator’s website, and/or
information from the
University of Wisconsin’s
Cooperative Children’s Book
Center.
This code applies to
illustrators who are Chinese
as determined from
biographical information in
the text, information from the
illustrator’s website, and/or
information from the
University of Wisconsin’s
Cooperative Children’s Book
Center.
This code applies to
illustrators who are Hispanic
as determined from
biographical information in
the text, information from the
illustrator’s website, and/or
information from the
University of Wisconsin’s
Cooperative Children’s Book
Center.

An internet search
produced an article
on oneclub.org in
which Kadir Nelson
is interviewed about
his work and the
idea of African
American resilience.
In the work, Nelson
in described as
“proudly Black.”
In the “About the
Author/Illustrator”
section of Lon Po
Po, it states, “Born
in Tientsin, China,
Ed Young grew up
in Shanghai, and
brings his Eastern
heritage to his
artwork.”
In the “About the
Author/Illustrator”
section of Lon Po
Po, it states, “Born
in Tientsin, China,
Ed Young grew up
in Shanghai, and
brings his Eastern
heritage to his
artwork.”
The text states that
John Parra’s
Hispanic roots have
influenced his
artwork.

From Abe’s
Honest Words
in Reading
Wonders used
by Escambia
and Leon
counties.
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From Lon Po
Po in Duval
Reads used by
Duval County.

From Lon Po
Po in Duval
Reads used by
Duval County.

From
Aguinaldo in
Reading
Wonders used
by Escambia
and Leon
counties.

Code Level

Code Name

Sub-Code of
Trinidadian
Illustrator
Ethnicity/Race

Sub-Code of
Unknown
Illustrator
Ethnicity/Race

Sub-Code of
White
Illustrator
Ethnicity/Race

Parent Code

Theme

Sub-Code of
Theme

Capitalism

Description

Example

Text

This code applies to
illustrators who are
Trinidadian as determined
from biographical
information in the text,
information from the
illustrator’s website, and/or
information from the
University of Wisconsin’s
Cooperative Children’s Book
Center.
This code applies to
illustrators whose
ethnicity/race cannot be
determined due to lack of
information with the core
reading series, illustrator’s
website, and/or the
University of Wisconsin’s
Cooperative Children’s Book
Center.
This code applies to
illustrators who are White as
determined from
biographical information in
the text, information from the
illustrator’s website, and/or
information from the
University of Wisconsin’s
Cooperative Children’s Book
Center.

The “About the
Illustrator” section
describes Colin
Bootman’s
childhood in
Trinidad.

From Finding
Lincoln in
Reading
Wonders used
by Escambia
and Leon
counties.

Neither the text nor
Nora Aoyagi’s
professional website
provide information
about her cultural
heritage, ethnicity,
and/or race.

From The
Story of Snow
in Reading
Wonders used
by Escambia
and Leon
counties.

It can be assumed
Mark Teague is
White. In the picture
in the text as well as
those on this
personal website, he
appears to be white.
Biographical
information
revealed no
evidence of Teague
being another
ethnicity.

From LaRue
for Mayor in
Reading
Wonders used
by Escambia
and Leon
counties.

The text states, “He
oversaw the
construction of the
Panama Canal,
improving
commerce between
the Atlantic and the
Pacific.”

From Speak
Softly and
Carry a Big
Stick in Ready
LAFS used by
Martin
County.

This code is used to identify
themes within texts.
This code applies to
instances in which the author
promotes the idea of
capitalism and/or earning
money.

317

Code Level

Code Name

Description

Example

Sub-Code of
Theme

Cooperation

This code applies to instances
in which the author promotes
the idea of cooperation. It
includes instances in which
individuals (not groups of
people/families/communities)
come together for a common
purpose or goal.

Sub-Code of
Theme

Discrimination

Sub-Code of
Theme

Education

Sub-Code of
Theme

Environmentalism This code applies to instances
in which the author conveys
a message of being good
stewards of the Earth.

Sub-Code of
Theme

Equality

The text states, “So
they formed a
chain, the first
monkey holding on
to the branch of a
tree, and the second
to the first
monkey’s tail, and
a third…”
This code applies to instances The author
in which the author conveys
describes the “evil
a message relating to the
custom” in which
discrimination of a person or African American
group based on gender and/or citizens were
race.
required to pay
their bus fares at
the front of the bus,
disembark, and
enter again through
the back of the bus.
This code applies to instances The text states that
in which the author describes getting an
the positive effects of
education should
education or the longing for
be one of the most
education by characters.
important goals a
person has.

The author
describes the
establishment of
the National Zoo
which has the
explicit mission of
conservation.

This code applies to instances The text states,
in which the author portrays
“It’s time to take a
messages of equality.
break; from bigotry
and hate = we have
an equal place;
within the human
race.”
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Text
From The
Monkey and
the Moon in
Ready LAFS
used in
Martin
County.

From Rosa in
Reading
Wonders used
by Escambia
and Leon
counties.

From
Ugandan Girl
Reaches Goal
in Florida
Treasures
used by
Volusia
County.
From What’s
New? The
Zoo! A Zippy
History of
Zoos in
Scholastic
Mentor Texts
used by Palm
Beach
County.
From For
Peace Sake in
Reading
Street used by
Lee County.

Code Level

Code Name

Description

Example

Sub-Code of
Theme

Freedom

Sub-Code of
Theme

Friendship

Sub-Code of
Theme

Hardship

Sub-Code of
Theme

Health

Sub-Code of
Theme

Humor

This code applies to instances The text states, “…
in which the author describes he issued the
or alludes to freedom.
Emancipation
Proclamation. It
freed over three
million black men,
women, and
children…”
This code applies to instances The author
in which the author describes describes the
or alludes to friends or
friendship of the
camaraderie. It differs from
two main
cooperation as there is not an characters. They
end goal the characters are
played together,
attempting to reach.
completing
puzzles, and
enjoyed one
another’s company.
This code applies to instances The text states,
in which the author describes “After the United
the hardships or setbacks of
States gained
an individual or a group.
control of Florida
Characters may or may not
in the 1830s,
overcome the hardship.
Seminoles were
forced to relocate.
Wars broke out…
they fled into the
Everglades… to
resist relocation.”
This code applies to instances The author
in which the author promotes describes two of
the idea of healthy living,
the characters as
exercise, eating well, etc.
eating chips and
drinking soda while
the third plants
fruits and
vegetables. The
third eventually
comes to the rescue
of the first two
characters.
This code applies to instances The text shows the
in which the author conveys
lice playing music
a sense of humor or describes and dancing in the
situations in a silly or funny
main character’s
manner.
hair.
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Text
From Abe’s
Honest Words
in Reading
Wonders used
by Escambia
and Leon
counties.
From Pop’s
Bridge in
Florida
Journeys used
by Orange
County.

From Native
Americans:
Yesterday and
Today in
Reading
Wonders used
by Escambia
and Leon
counties.

From The
Three Little
Pigs in
Scholastic
Mentor Texts
used by Palm
Beach
County.

From Bugs in
My Hair in
Scholastic
Mentor Texts
used by Palm
Beach
County.

Code Level

Code Name

Description

Example

Sub-Code of
Theme

Individualism

This code applies to instances
in which the author relates
themes of individual
accomplishments. This code
may be seen as the opposite
of cooperation.

Sub-Code of
Theme

Loneliness

Sub-Code of
Theme

Nature’s Beauty

Sub-Code of
Theme

Patriotism

Sub-Code of
Theme

Peace

The text states, “If
he became a
lawmaker, he could
help people get
these things, so he
ran for the Illinois
state legislature.”
This code applies to instances The author
in which the author describes describes the main
characters being alone and
character as
melancholy.
washing ashore
crying and alone.
This code applies to instances
in which the author describes
the beauty of nature,
including flora and fauna.

The text states,
“The trail gently
snaked its way up a
steep mountainside
to the top of a huge
rocky cliff with a
great view of the
ocean.”
This code applies to instances The text describes
in which the author conveys
how Gertrude
a sense of pride for a
Ederle contributed
character’s home country.
to the glory of
America.

This code applies to positive
messages of peace. It can
include peace between
individuals or groups. It
differs from friendship in that
characters or groups may
leave peacefully without
camaraderie or friendship.
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The text states,
“With malice
toward none; with
charity for all…
Let us strive to
finish the work we
are in; to bind up
the nation’s
wounds.”

Text
From Abe’s
Honest Words
in Reading
Wonders used
by Escambia
and Leon
counties.
From
Stormalong in
Florida
Journeys used
by Orange
County.
From Seaside
Surprises in
Ready LAFS
used by
Martin
County.

From
America’s
Champion
Swimmer:
Gertrude
Ederle in
Reading
Street used by
Lee County.
From Abe’s
Honest Words
in Reading
Wonders used
by Escambia
and Leon
counties.

Code Level

Code Name

Description

Example

Sub-Code of
Theme

Propriety

This code applies to instances
in which the author conveys
a sense of doing or saying
something because it is
considered proper or polite.
Additionally, it can apply
when the author conveys that
something improper has
occurred.

Sub-Code of
Theme

Religion

Sub-Code of
Theme

Retaliation

Sub-Code of
Theme

Safety

The author
describes several
instances in which
the characters are
worried about how
they will be
perceived by
others. Violet is
unsure how to
address a police
officer and does
not want to appear
too familiar.
This code applies to instances The author
in which the author portrays
describes the
religion and/or religious
family and their
themes. Portrayals may be
friends attending
positive, negative, or neutral
Mass together.
in nature.
This code applies to instances The author
in which an individual or
describes how the
group of individuals seek
Comanche people
retaliation or retribution in a
believed that
manner that is not peaceful.
Mother Earth was
causing a draught
in retaliation for
the people taking
from her without
giving back.
This code applies to instances The text states,
in which the author describes “Well, in the case
safety of individuals (animals of Mary Anderson
or humans) or groups.
it was developed
purely from the
desire to make
people’s lives
safer.”
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Text
From The
Hope Chest in
Duval Reads
used by Duval
County.

From Coyote
School News
in Reading
Street used by
Lee County.
From A Gift
from the
Heart in
Reading
Street used by
Lee County.

From
Ingenious
Women in
Duval Reads
used by Duval
County.

